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ABSTRACT 
The Transversal Effect of Leadership: 
Music Education and Administration 
February, 1986 
Royce E. Layman, B.S., Bob Jones University, 
M.M., University of Michigan 
Ed.D., University of Massachusetts 
Directed by: Professor G. Ernest Anderson 
Leadership, broadly defined as an effort to influence 
the behavior of an individual or group, was examined in 
response to music education in one-hundred and eighty-nine 
public schools in the Commonwealth of Massachusetts. 
Perceptions and actions of eighty-seven administrators and 
one-hundred and two music educators were assessed to 
determine if a gap exists in the perceptions, values and 
understanding possible in music programs which may affect 
program quality in music education. Insights were 
solicited from these individuals regarding themselves and 
their impressions of the opposite group. It was 
hypothesized that no differences exist between these 
parties relative to leadership perceptions. And, further, 
that no differences exist in leadership perceptions in 
schools with strong music programs and schools with 
marginal or no programs. 
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Public school administrators and music educators were 
surveyed regarding their actions and perceptions. A 
follow-up interview was conducted with a select group of 
each, focusing on the definition of leadership exercised by 
these parties toward music in their schools. 
Hypothesis No. 1 indicated that significant 
differences were present in leadership perceptions between 
music educators and administrators. Findings in Hypothesis 
No. 2 were inconclusive in showing a statistical difference 
between schools having strong music programs and those 
considered marginal in program effort. However, through 
the interview process, actions and attitudes of leadership 
were shown to have different effects on program quality in 
schools with strong music programs from those classified as 
marginal. It was also concluded that leadership skills 
enable administrators and music educators to provide 
quality music education programs. And, further, the effect 
of music education is greater where leadership is 
reciprocal between these parties through demonstration of 
high task and high relationship. 
Recommendations for future research include refining 
specific leadership skills appropriate to administrators 
and music educators and verifying the cause and effect 
viii 
relationship of leadership to program quality. Useful also 
would be an exploration of the presence and depth of 
leadership training applicable to music education in the 
preparatory programs and graduate studies of teacher 
education institutions. Administrators and music educators 
alike were urged to address concerns of value and 
understanding through leadership in music education. 
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CHAPTER I 
DESCRIPTION OF THE STUDY 
Introduction 
This study surveyed how public school administrators 
perceive music and music educators in education. It also 
explored the perceptions of music educators in viewing the 
role of the administrator. in this examination, 
understandings have been sought to more closely align 
leadership efforts of both the administrator and music 
educator in the mission of improving music education. For 
the purpose of this study, leadership is broadly defined as 
the domain of informal nuances and happenings that provide 
support for the educational experience. 
Unlike other more traditional disciplines within the 
public school's curriculum, music has had to continuously 
justify its existence within the academic structure. This 
is particularly true during times of fiscal restraint and 
declining enrollment. Music was first introduced into the 
formal public school curriculum in 1838 by Lowell Mason in 
Boston, Massachusetts. It was considered a regular 
subject, maintaining the same standards: being 
intellectual, moral and physical, as required by all other 
subjects. 
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Since this time, music has had a rather stormy existence 
relative to its position and standing within the 
curriculum. The lack of continuity, standardization or 
requirement within locales, states or in the country is 
indicative of this posturing within education. 
In our present society, there is much alarm over falling 
test scores, students lack of reading, writing and 
mathematic skills, and a general crisis in financing 
education. All of these concerns have again threatened the 
standing of music education in the public schools. Music, 
along with other subjects considered less than solid by the 
educational establishment, seems to be placed on the firing 
line at the first hint of trouble within education (Boyd, 
1984). Lehman (1984) found that during recent years one 
look reveals a flourishing school music program but a 
second look reveals serious problems with cutbacks 
occurring and in some instances total elimination of music 
programs. 
Another writer says that fiscal cutbacks only remind us 
that music ranks very low in the priorities of Americans in 
education (Lasch, 1984). According to Lehman (1984), the 
reason is lack in value, whether by school administrators 
or the public, he is not sure, but music is not valued 
equally with other so-called basics in education. 
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At a recent conference on the future of musical 
education in America, in a forum held at the Eastman School 
of Music in Rochester, New York, on the plight of music in 
education, the sentiment that echoed throughout the 
conference was that educational leaders did not perceive 
music as basic in education (Freeman, 1984). Several of 
the writers cited in this study - Hodsoll, Lasch, Getz and 
Boyd - were also contributors to this conference. There 
have been a number of serious national conferences 
addressing the process of music education in the public 
schools, e.g., Yale Seminar and Tanglewood Symposium (see 
p. 35, Yale Seminar; p. 38, Tanglewood Symposium). 
To summarize this stormy past in music education, the 
problem appears to be a lack in leadership of 
administrators and music educators. With administrators, 
this may be due to a lack of understanding and value for 
music, or financial pressures, complex curriculum issues, 
etc. Whereas with music educators, a lack of training in 
leadership, understanding the role of the administrator and 
the organization may be the difficulty. In any event, a 
flow or transversing of action and communication from one 
to another appears to be lacking between administrators and 
music educators. The "transversal effect" has been used 
for description of leadership because it directs the flow 
of activity from side to side. The passing across and 
4 
educators and 
ingredient for 
Statement of the Problem 
intersecting of leadership between music 
administrators appears to be a necessary 
improvement within music education. 
Consequently, a major concern of music educators today 
is the lack of standing in public school curricula of 
aesthetic course offerings in music. In addition, music 
seems to be valued quite differently from one school to the 
other. Many music educators appear to lack the leadership 
necessary to mainstream music successfully into education, 
e.g., they do not understand the role of the administrator 
nor do they view music in its position relevant to the 
curriculum at large. On the other hand, many 
administrators lack value for music or do not understand 
the position of the music educator and, therefore, do not 
realize the full potential of its benefit to the 
educational program. 
At the same time, learning experiences in music have 
been proclaimed by many educators and public alike as being 
an essential ingredient in the education of our youth. 
Just recently, the College Board in its publication, 
"Project Equality: Preferred Patterns of College 
5 
Preparation , listed the arts as one of six areas within 
basic learning (Getz, 1984). Likewise, the final report of 
the National Commission on Excellence in Education, 
entitled A Nation at Risk: The Imperative for Educational 
Reform , noted that the fine and performing arts are worthy 
of the same study and consideration as the Five New Basics 
in education (English, Mathematics, Science, Social Studies 
and Computer Science) (Getz, 1984). 
Yet, in the very operation of our schools, music is 
often placed low in the priorities for being scheduled, 
funded and supported by those who hold the power for 
decision making within the organization. This affects the 
credibility of the discipline during normal experience and 
in times of fiscal restraint or unrest in education, the 
impact of musical opportunity is reduced to zero. The 
question which arises from this position is the adequacy of 
leadership within both music education and administration 
to deal with and understand the worth of music in the 
curriculum. Therefore, in declaration of this problem, 
various means of bridging this gap in leadership between 
music education and administration have been explored. 
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Statement of Purpose 
In developing research on this problem, the purpose was 
to find how administration perceives music in the 
curriculum and how music educators are viewed in this 
conception. Likewise, music educators were viewed with 
respect to their perceptions of the administration in an 
effort to close the gap between the administrator and the 
music educator with regard to leadership in public school 
music education. Therefore, the focal point for this study 
was to provide solutions for bridging this area through 
leadership. 
Administrators need to be aware that music is 
considered basic by many in educational leadership and that 
they are expected to include strong arts programs in the 
schools (Lehman, 1984). The educational community, through 
the music educator, should also be apprised of this concern 
that music clearly deserves a place within the basics and 
should be taught for its own sake (Kohut, 1973). 
In order to provide these solutions through leadership, 
attitudes and reactions of 300 music educators and 
administrators in the Commonwealth have been surveyed in 
regard to leadership perspectives. Each group - music 
educators and administrators - was surveyed in response to 
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their own role of leadership toward music curricula and 
also their perception of the role of the other group. The 
sampling was taken using a survey instrument with follow-up 
to a selected group of educators in ten schools through a 
personal interview. The populace from which the sampling 
was taken is the Massachusetts Music Educators Association 
and the Massachusetts Secondary School Administrators 
Association. 
Significance of the Study 
Much has and is being said in reference to the value of 
the arts in education. Abraham Maslow (1971) referred to 
the arts as basic in education. He said education is 
learning to grow and the arts in intrinsic education come 
so close to this biological core of identity that they must 
be considered as basic. Lasch (1984) speaks of the arts as 
reviving the artistic dimension of craftsmanship in 
endeavor. Through education he proposes to bring together 
the practical activity of work and play. The Educational 
Testing Service in Princeton, New Jersey, reports positive 
findings on the importance of arts education to other 
subjects and upon educational testing. There is reason to 
believe that the arts broaden a student's education and may 
sharpen the student's vision in application to other areas 
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of study. Music Education needs 
defense in terms of the school 
been presented. Therefore, the 
not the performing arts, the 
education, has a serious program 
no further explanation or 
curriculum. The case has 
question now is whether or 
major component of music 
to offer (Getz, 1984). 
The arts - specifically music - have had much to offer 
in education which can be seen in many schools across the 
nation through thousands of examples (Hodsoll, 1984). As 
these programs are rapidly eroding, due to any number of 
reasons (see p. 45), the significance of this study is to 
investigate the position of leadership of both 
administrators and music educators and their working 
together in enhancing the leadership of music within the 
educational community. It is anticipated that 
identification of perceptions in those closest to and most 
able to make changes within the curriculum will provide a 
valuable resource in helping to understand the problem and 
hopefully start new efforts toward establishing solid 
offerings in music education. 
Rationale and Assumptions 
Music 
identity 
that some 
and the arts in education have been caught in an 
crisis throughout the years. One might assume 
reasons for this are: (1) that music has been 
9 
experienced by relatively few within the population; (2) 
the American society has been quite dependent upon Europe 
for its higher levels of culture rather than developing a 
quality culture of its own (Lasch, 1984); (3) our society 
is a culture of the common man, i.e., a working class of 
people and whereas culture has been commonly associated 
with aristocracy, the arts, in its best aspects, are 
revered by a relative few; and, (4) those in leadership 
within the schools quite often take their direction from 
public pressures which are usually concerned with finances 
or more mundane matters than cultural enrichment in 
education. 
Educators come to the profession with a desire to 
teach, to impart knowledge and assist people to help 
themselves. Their first and primary focus should be on the 
education of the whole child. In so doing, each educator 
develops an area of expertise from which he or she teaches 
a specialized part of the whole. However, the integration 
of this part must be in harmony with other areas that 
comprise the total education of the child. 
Quite often a breakdown occurs in bringing together the 
various components. One reason may be that the area of 
concentration is so vigorous that the vision of the whole 
is lost. Or genuine concern for the whole may never have 
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been developed in the first place. Quite often when a 
teacher becomes an administrator, he or she becomes so far 
removed from the joy of teaching that special interests 
cloud the total process. Many times the administrator is 
encumbered with maintenance tasks which totally occupy the 
time and energy. 
In the pursuit of this study, the intention was to 
focus on the position of music within the public school 
curriculum with relationship to this placement by music 
educators and administrators. The assumption being made is 
that administrators should value and direct all areas of 
the curriculum with equal interest and concern. This 
thinking, of course, is in respect to the concept of 
educating the whole child. 
Specific assumptions appropriate to this study are as 
follows: 
1. Administrators, faculty, students and the community 
have a greater awareness of the benefits of musical 
experience when music educators exhibit leadership. 
Program quality and participation are greater in 
schools where music and administrative leadership 
mutually support the discipline. 
2. 
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3. Leadership can provide the catalyst through which 
program improvement efforts will succeed in music 
education. 
4. The standing of music 
in schools where 
understand the role of 
in the curriculum is higher 
administrators value and 
music in education. 
5. Music will be 
administrators 
valued as 
personally 
basic in 
experience 
education 
music. 
when 
6. Administrators 
the curriculum 
do not value and direct all areas 
with equal interest and concern. 
of 
7. Administrators do not have the opportunity in their 
preparation or inservice training to become aware 
of the role and importance of music in education. 
8. Music educators do not have the 
their preparation for teaching 
leadership training. 
opportunity in 
to experience 
9. Music educators who understand the role of the 
administrator work more closely with the 
administrator for the benefit of students in the 
total educational process 
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10. Musical experiences are enhanced in education 
through the mutual leadership of the administrator 
and music educator. 
11. Most music educators have not had the opportunity 
for experience in administrative roles. 
For the purpose of this study, two hypotheses will be 
addressed which draw only from several of these assumptions. 
Hypothesis No. 1 - There is no difference in the 
leadership perceptions of music educators and 
administrators in public school music education. 
Hypothesis No. 2 - There is no difference in leadership 
perceptions in schools with strong music programs and 
schools with marginal or no music programs. 
Limitations of the Study 
Drawing upon the author's experience and knowledge of 
music in this state, data for this study was collected from 
Massachusetts only. This provided a reasonable means for 
ease of accomplishment of the task. 
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Findings of this thesis may be equally applicable to 
the nation as a whole to the extent that Massachusetts is 
representative of the other states. Also, leadership 
concerns have been cited by national leaders within music 
education as being a problem common to the whole country. 
Another limitation has been the ability to get people 
to focus singularly on the process of leadership in music 
education. People's minds are clouded by current problems, 
such as fiscal restraints and declining enrollment. The 
current emphasis now being applied to certain academic 
studies also complicates the picture as music is being 
pushed further aside to make way for future expansion of 
these target areas. There is no doubt that music 
programming has been affected by these changes. However, 
the real basis for question is how musical education is 
valued and the effects of this as transmitted through 
leadership of the discipline itself, and to and from the 
administrative leadership. These other concerns, as 
important as they may seem, are not being considered at 
this time. Only leadership perceptions, as they apply to 
the process of music education, are being considered in 
this study. 
CHAPTER II 
REVIEW OF THE LITERATURE 
AND BACKGROUND OF THE STUDY 
Introduction 
In review of the literature, a primary focus has been 
applied to the development of music within public 
education. An overview of music historically establishes 
the basis for presenting the problems confronting music 
teachers today. More specifically, the change in music 
teacher preparation provides an understanding of the 
evolution of present programming since the 1950's which is 
the era of greatest impact of music in education. 
Another element in the interactive process of music 
within the curriculum is public school administration. An 
historical brief of administrative theory and development 
is cited to show the change process in the control and 
management of public education. Leadership practices are 
shown and implications drawn in the relationship as carried 
forth between music and administration. 
In relation to this study, the literature shows there 
is little, if any, preparation for leadership in 
mainstreaming music into general education. In the same 
14 
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respect, empirical evidence also shows the preparation for 
educational administration as inadequate in addressing 
holistic education within the arts. 
Background 
Music was first introduced into the educational 
curriculum by Lowell Mason in the Boston Public Schools in 
1835 (Mark, 1978). Until this time, music's purpose was 
recreational or for worship in the church and was not 
taught so people would learn about music. Mason's 
innovation, although utilitarian in purpose, was a major 
step. Music education was now supported by public funds 
and tax dollars (Mark, 1978). 
Music education continued through the nineteenth 
century inspiring people to sing (Birge, 1966). The 
teaching approach was rote until the beginning of the 
twentieth century, as a result of a pedagogical battle 
which took place over the role of rote versus reading in 
teaching music (Mark, 1978) (see page 29). With new 
thinking taking place in methodology, consideration began 
to focus on why the subject should be taught. 
16 
Approach 
From these beginnings, an aesthetic approach was 
spawned, which justified music through helping people to 
enjoy it, thereby enriching their lives (Mark, 1982). 
The debate over whether music should be taught for its 
utilitarian purpose or aesthetic function has never 
ceased. Ultan (1984) said in the Journal of the College 
Music Society, we must educate our students in aesthetic 
judgment, to develop critical capacities and appreciate 
music for its expressive content and not for its service 
functions (see p. 55, Utilitarian). Conversely, Phillips 
(1983) maintains that maybe we should swing the pendulum 
back to utilitarian. He feels that those in charge of 
running the schools neither understand nor believe in the 
expressive concept of aesthetic education. Phillips is 
obviously viewing administration as being caught up in the 
skills development idea that if it won't help one to get a 
job, you don't need it. 
Philosophy 
In his writings on the historical background and 
philosophies of music education, Mark (1978, 1982) has 
maintained that aesthetic sensitivity is the ultimate goal 
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of music education. The aesthetic approach does tend to 
de-emphasize performance in music in favor of merging the 
arts, which could be detrimental to the traditional public 
school approach (Elliot, 1983). An observation from Engel 
(1980) in his article from Principal declares aesthetics to 
be an end state - the accomplishment - and not a 
rudimentary discipline. Engel believes that the teaching 
and learning of aesthetic perception will never become a 
major component of the school's curriculum. It would have 
to become a fundamental learning skill for this to happen. 
Perhaps this indecision and questioning of approach and 
philosophy has had much to do with the instability of 
position in which music education has found itself through 
the years (Elliot, 1983). 
Standing 
Music education has had a stormy existence since its 
inception in the public schools of Boston. Fiscal cutbacks 
only remind us that music ranks very low in the priorities 
of Americans in education (Lasch, 1984). According to 
Lehman (1984), the reason is lack in value - whether by 
school administration or the public - he is not sure, but 
music is not valued equally with other so-called basics in 
education. This same sentiment was echoed throughout a 
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recent conference on the plight of music in education at 
the Eastman School of Music (Freeman, 1984). The consensus 
was that educational leaders did not perceive music as 
basic in education. 
In an address to music educators at the Music Educators 
National Conference (MENC), Eastern Division Conference in 
Boston, Zimmerman (1983) a school superintendent, 
proclaimed music to be a powerful force. He said music is 
a fundamental academic discipline that has withstood the 
test of time and will survive. Every student must have at 
least a threshold knowledge in this basic discipline. 
Another superintendent of schools, Turner (1984) contends 
that, if music education is being challenged, there should 
be a public outcry in its defense. He further explains 
that music meets all the criteria to be considered basic. 
It can easily be justified on the basis of personal growth 
and self worth. 
In a survey commissioned by ABC News and the Washington 
Post, 82% of the respondendents made it clear they consider 
music as basic in the curriculum (Music Educators Journal, 
1982 ). It was concluded that music was worthwhile and not 
an unnecessary frill. The Forum of Educational 
Organization Leaders (Music Educators Journal, 1984) 
recommends that the arts remain prominent in the 
19 
curriculum. The National PTA 
are valuable and central to 
Smith (1982) the National PTA 
is useful for its own sake 
education. 
also believes that the arts 
learning (PTA Today 1982). 
President, feels that music 
and must be encouraged in 
Public policy towards the arts is hypocritical 
(Tursman, 1985). No one disagrees with the need for music 
in the curriculum, yet new standards and requirements are 
being added to almost every discipline except the arts. 
Fortunately, said Tursman, music educators are survivors 
and know how to emphasize their discipline. 
In spite of all this seeming support, the following 
question is asked by Runkel (1981): "What gets cut when 
funds are low?" He further describes tight financial 
conditions and cuts in music in the State of Michigan which 
are due to fiscal concerns and declining enrollment. 
Morgan, 1982, reminds us of the debilitating effect to 
music in Massachusetts by outlining the effects of 
Proposition 2-1/2. Bass (1982) outlines the crisis in 
music education following Proposition 13 in California. 
Arts education has fallen victim to back to basics and 
the taxpayers revolts (Broudy, 1979). It must be shown 
that formal instruction through leadership can provide the 
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solution. The arts are essential for all members of the 
school population, and the school is the only agency able 
to provide this experience in this manner. 
Leadership 
In Philosophies & Finances; How Administrators Gain 
S uppo r t, Bagwell ( 1984) outlines ten ways administrators 
can provide leadership for music education which will 
encourage leadership from music educators. Klotman (1973) 
maintains administrative leadership is crucial for the 
survival of music education in our schools. He further 
explains those skills and techniques necessary for the 
development of a successful school music administrator. 
Guidance is offered by Snyder (1959) in School 
Administration and Supervision that will assist those in 
general administration to understand the problems the music 
educator faces. He explains that most of the problems 
brought to college music education departments are 
administrative problems. 
There does appear to be a lack of understanding of 
music education in school administration. Furthermore, it 
appears that the literature only addresses leadership with 
reference to music administration. Yet, Snyder (1959) 
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states that even the music educators in the smallest 
schools are expected to shoulder some responsibility for 
leadership although his professional training has not been 
provided for in this area. 
In addressing the question: "does leadership in music 
exist in the public schools?" a research study was found 
entitled Leadership in the Arts: A Testing of Assumptions 
(Speiker, 1977). Speiker's purpose was to determine the 
extent to which informed leadership in arts education 
existed in the public schools. Findings show that 
leadership in arts education does exist but more quality 
education is needed, greater encouragement is needed from 
professors to students to avail themselves of the 
opportunities for better understanding and substantial 
resources are needed for training. This study directs 
itself specifically to arts supervisors and curriculum 
administrators not general educators in the arts. It does, 
however, conclude that these people and programs can make a 
difference in the leadership within the arts. 
Another research study by Hopkins (1977) was A 
Comparison of Music Programs in California Unified School 
Districts with and without music leadership. The purpose 
was to determine if there was any evidence that people in 
official music leadership positions in school districts had 
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performed a service which had demonstrated effects on 
various elements of the music program. The findings 
indicated that districts with music administration had more 
expansive music opportunities. The data also suggested 
that music leadership was a useful factor in the education 
of children. 
Again leadership is defined in terms of administration; 
and/ as Snyder (1959) found, even music educators in the 
smallest schools who are without the benefit of music 
administration, have some responsibility for leadership. 
In definition of leadership, characteristics for 
consideration can be found in What Makes a Good Music 
Administrator? (Cowden, 1984). An article entitled, 
Traits of Successful Administration, by Bennis (1983), also 
listed leadership traits. Eve (1982) in The 
Characteristics of an Effective Leader is another source of 
leadership characteristics. The School Music Administrator 
and Supervisor, Klotman (1973) explains those techniques 
and skills necessary for the development of a successful 
music administrator. He further comments that the key to 
successful leadership is knowing how to work with and for 
change, which occurs through changing the behavior of 
people. 
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Snyder (1959) makes an interesting point to musicians. 
He says the music educator must first be a competent 
musician, but success in the field demands musicianship 
plus leadership ability. A proliferation of duties, skills 
and understandings are set forth by Bessom (1974) in 
establishing the role for successful leadership in music 
education. He entitles this article, Is This Not 
Leader ship? An excellent overview of leadership 
requirements is proffered in Meeting the Challenge for the 
80's: An Agenda of Progress (Lyle, 1983). Lyle, as a 
superintendent of schools in Michigan, puts forth his 
vision of the necessary ingredients to produce a free, well 
trained, happy citizenry. He places the fine arts within 
the basics which are essential for this program. He also 
addresses both music educators and administrators in 
respect to their leadership directions for action. A final 
source for leadership resources is an article by Bennis 
( 1983) in the U. S. News and World Report listing traits 
for success and ideal qualities of leadership. 
It may be time for music educators to become more 
political. We must consider engaging in lobbying 
activities and support to political candidates who express 
and demonstrate sincere concern for the arts in education 
(Mark, 1978). Lasch (1984) also speaks to the profession 
by saying it is time we make our voice heard. We know more 
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of the good life, having experienced the pleasures of 
music, than those outside of music do. This profession 
stands for the things that Americans claim to believe but 
disregard in practice: truth, beauty and quality of life. 
We must force those who question the worth of music 
education to debate on our ground. There is not much hope 
for the arts and humanities unless society becomes a 
serious critic of the education system as a whole. 
School administrators must be made aware that music is 
considered basic by many in educational leadership, and 
that they are expected to include strong arts programs in 
the schools (Lehman, 1984). The President's Task Force on 
the Arts and Humanities has recommended legislation to 
transform the Federal Council on the Arts and Humanities 
into a "President's Council" showing national concern and 
leadership for the Arts and Humanities in education. 
Cowden, 1984, exhorts music educators to be aggressive but 
not confrontal in their mission for music. 
John Lawson, Commissioner of Education in 
Massachusetts, has said that the fine arts are integral to 
the general education of students. All students in the 
Commonwealth should have the opportunity for musical 
experience in school (Warrener, 1984). The National 
Commission on Excellence reports in A Nation at Risk, 1983, 
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that high school curricula should include subjects that 
advance students' personal, educational and occupational 
goals, such as the fine and performing arts. Other reports 
" A__Place Called School, (Goodlad) 1983; High School: A 
Report_on Secondary Education in America, Boyer ( 1983 ); The 
Paideia Proposal, Adler (1982) and Horace's Compromise, 
Sizer (1984) - also recommend that musical experiences be 
included within the curriculum. Getz (1984) feels that 
music education needs no further defense or explanation in 
terms of our school curriculum because the case has been 
made by numerous individuals. He believes the question now 
is whether it has a serious program to offer. 
Development and carriage of this program, referred to 
by Getz, will without question require leadership. It is 
this element that appears to need exploration, 
encouragement and, in some instances, formulation. In all 
of the documents reviewed, leadership seems to be concerned 
only with those in supervisory or administrative positions 
within the arts or specific discipline and formal structure 
and skills. Most of the authors do not consider the input 
of school administrators or concern for schools without 
music administrators, or identify the informal leadership 
change process 
leadership. 
or intervention outside of formal 
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For purposes of this thesis, leadership includes the 
following: 
Music Educator Leadership 
1. Viewing music as an integral part of the total 
school curriculum. 
2. Demonstrating concern for the needs of the whole 
student. 
3. Making musical experience available to every 
student. 
4. Understanding the role and operation of the 
administration. 
5. Maintaining open communication with the principal 
and faculty. 
Administrative Leadership 
1. Understanding the role and importance of music in 
education. 
2. Understanding the unique setting and teaching 
environment in music classes. 
3. Encouraging students to take music offerings. 
Providing equity in class scheduling and fiscal 
budgeting. 
4. 
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5. Demonstrating support 
concerts, etc. 
With reference to serious 
the reader is reminded of 
author, such as President 
Educators Association, which 
study. 
for music by attendance at 
cutbacks in music education, 
recent experiences of this 
of the Massachusetts Music 
are mentioned elsewhere in the 
One would expect to find more research material 
available in music education from which to cite findings 
and conclusions. However, the background and basis for 
this study is further developed in an historical overview, 
philosophical statement, statement of change in educational 
administration and synthesis of interaction between music 
educators and school administrators. 
Overview of Music In Education 
The earliest public music instruction in this country 
took place when the Pilgrims and Puritans arrived during 
the early 17th century. These settlers brought with them 
the very refined musical culture of their native England 
which, in time, became an important ingredient of their 
existence in the new land. Since life was very difficult 
and at times a struggle, music served as a balm and litany 
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in their times of worship. Education was considered 
important in the Massachusetts Bay Colony, and soon 
requirements for the education of the youth became a 
reality. Needless to say, schools were not a part of this 
early environment; therefore, all of their life experiences 
served as an education during this time. 
Around 1720, singing schools formed the beginnings of 
music education in America. Such schools were held at 
night in churches, taverns, homes or any available space, 
and were taught by itinerant singing school masters. For a 
fee, individuals or whole families could receive 
instruction in the rudiments of music reading and singing. 
Methodology was not a consideration for these masters who 
derived their teaching objectives from the needs of the 
community. 
In 1838, Lowell Mason convinced the Boston School 
Committee to introduce music into the curriculum of the 
public schools as a regular subject (Mark, 1978). In this 
introduction, music was qualified by a written report which 
established music with the same standards: being 
intellectual, moral and physical, as required by all other 
subjects. And by the proclamation of this report, music 
was to permeate the entire society, reaching into every 
activity until by its saturation a musical nation would 
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result from this inclusion. Unfortunately, this saturation 
has not happened as was proposed but as a result of the 
establishment has had some impact on society. Music 
education has not always been taught aesthetically, i.e., 
for musical purposes. Some educators have chosen to teach 
music in a utilitarian manner while others have been 
restricted by the policies and practices of the school 
system in which they work. 
Late in the nineteenth century, a controversy took 
place among music educators along pedagogical concerns. 
Lines were drawn between those advocating a rote approach 
and those teaching music by reading. This led to major 
concerns in educational circles regarding the purpose of 
music in the public school curricula. It was not until the 
turn of the century and the Progressive Education movement 
that a consensus was reached. Justification was found in 
terms of helping children to enjoy music and enrich their 
lives. Although this thinking eased the way for the 
acceptance of music in the curriculum, older perceptions 
continued to plague practitioners well into the twentieth 
century. 
The early 1900 's brought an evolution of process 
learning which was more concerned with the cognitive and 
psychomotor skills . Teachers were viewed more as 
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technicians than professionals and preparatory schools 
perpetuated this concept by their products in the field. 
Performance in music became the accepted mode of teaching 
and vehicle for learning until well into the 1950's. While 
in school students were taught through a performance 
medium. As adults, most of them became listeners because 
few of them continued this performance after their days of 
schooling. Due to this emphasis on performance, the 
quality of music in America had become quite impressive. 
In fact, it was known for this example throughout the 
world. Yet, as participants to the Yale Seminar (1963) 
concluded, this did not necessarily constitute music 
learning. 
The 1950's brought about changing attitudes in 
education. A virtual explosion in new technology, the 
turmoil of World War II and new discoveries emphasizing 
vast individual differences in people and their application 
to learning stirred thinking which contributed to these 
changes in attitude. For a period of time, due to the 
influence of leaders such as Vice-Admiral Hyman G. 
Rickover, all forms of arts education were considered a 
frill in education and were either reduced or eliminated 
from public school programs. This thinking was brought 
about largely by the launching of Sputnik I from the Soviet 
Union. Many military and industrial leaders felt that 
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education in the United States had not kept pace with the 
U.S.S.R., especially in regard to mathematics and the 
sciences. This had allowed for a serious weakness to occur 
in the strength of this nation. To remedy this situation, 
as he perceived it, Rickover petitioned nationally for more 
money to be spent on education and that science and math 
offerings be emphasized at the expense of all other 
so-called frills. 
Dr. James Conant (1959) Harvard University's famed 
education critic, offered a somewhat broader approach. He 
identified basic subjects but included art and music as 
recommended electives to be taken by high school students. 
His plan, entitled the "Comprehensive High School", 
stressed the need for stronger academic preparation. This, 
he believed, would allow the schools to be used as agents 
for change in education. Unfortunately, he placed little 
emphasis on arts education, and they still remained 
secondary to other core curriculum subjects. Conant's 
ideas did, however, influence and further vocational and 
occupational interests in education through differentiation 
of academic talent. The more intellectually talented 
students prepared for higher education while others 
concentrated on skills in preparation for the work force. 
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National attention was now focused on education and by 
the appointment of distinguished Americans to a Commission 
of National Goals in Education by President Dwight D. 
Eisenhower in 1960, federal involvement began to increase 
through funding. 
Much concern was generated during this period over the 
implications of an unbalanced curriculum. The American 
Association of School Administrators stated in 1959 that 
education in the arts should be an integral part of the 
school program in order to maintain a balanced school 
curriculum. The Project on Instruction (program, committee) 
sponsored by the National Education Association, listed 
music among the priorities for schools. The scientific 
world also recognized the importance of arts education as 
it was felt that experiences in the arts and humanities 
sharpened a good scientist's vision (Lowens, 1971). 
This general awareness and recognizing the importance 
of arts education, music education in particular, helped 
spawn the Contemporary Music Project, one of the most 
innovative music education programs of our time. 
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Contemporary Music Project 
Around 1957 has been considered by many to be the time 
that saw the rise of contemporary music education which was 
being swept up in the change of education in general. 
Great innovational change took place in education as a 
result of demands by society stemming from the launching of 
Sputnik. All areas of the curriculum took on new thinking 
and activity and music was no exception. However, it was 
not until 1959 that the effects of this change began to 
manifest themselves in the founding of the Young Composers 
Project (Mus. Ed. Journal, 1973). This project started 
from the suggestion of composer and educator Norman Dello 
Joio whose idea was to form a union between the composer 
and the public schools. Through funding from the Ford 
Foundation, a program administered by the National Music 
Council got underway which placed young composers into the 
public school classroom to serve as 
composers-in-residence. Seminars were conducted using 
pilot classes for studying and writing music. These became 
laboratories for experimentation with materials and music 
using students as interactives. 
The program grew in stature and in 1962 became one of 
Ford Foundation's ten major programs. A year later, the 
Foundation awarded a large grant to the Music Educators 
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National Conference to establish a program known as the 
Contemporary Music Project. As an outgrowth of the 
composer-in-residence idea, this concept was enriched with 
the establishment of workshops and seminars held throughout 
the country in various colleges. Creative approaches to 
music were the major thrust of this work into the 
mid-sixties. Several ideas evolved which were eventually 
formed into a concept called "Comprehensive Musicianship" 
that took place in a seminar in 1965 at Northwestern 
University. The purpose was to devise ways to improve 
teacher education in music. This became one of the most 
important functions of the Contemporary Music Project. It 
also has become one of the most important vehicles for 
change in music today. 
After further funding from the Ford Foundation and 
additional grants from the M.E.N.C. in 1968, The 
Contemporary Music Project played out its role until 1973. 
During its five final years, the Project consisted of 
three programs: Professionals—in—Residence to Communities, 
the Teaching of Comprehensive Musicianship and 
Complementary Activities, which was the public relations 
arm of the Project. It fulfilled the purpose it had 
proposed to accomplish, which was to provide direction for 
the music education profession. New materials, 
change to 
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methodology and ideas had been developed, and, above all, 
an open mind had been created in the profession. 
The Yale Seminar 
In June of 1963, at Yale University, another seminar on 
music education was held called The Yale Seminar. Its 
purpose was to consider problems facing music education 
with possible solutions as an end result. Heavy emphasis 
placed on science curriculum development in the late 1950's 
as a result of the U.S.S.R. Sputnik, had prompted many in 
the music education profession to question the imbalance 
within public school curricula. It was felt that students 
would be stronger in science if they were exposed to the 
human experiences in music. The hypothesis for this 
conjecture was notice that so many successful scientists 
were also accomplished musicians. 
The initial inquiry of this seminar was an examination 
of the system-wide music curricula from previous years to 
discover why it had not created a musically literate public. 
A grant award to Yale University by the United States 
Office of Education Cooperative Research Program made 
possible an examination of music materials and musical 
performance. Materials were found to have little appeal, 
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were narrow in scope, were diluted by transcription and 
editing, were limited by the technical abilities of those 
teaching and were more often chosen for text than for 
musical content. Conversely, musical performance was found 
to be excellent and had made substantial progress in the 
past decade. As a result, there was now a surplus of fine 
instrumentalists on the scene with limited opportunity for 
involvement after their schooling. This suggested two new 
areas for consideration: (1) development of ways to use 
these instrumentalists within the musical profession; and 
(2) means by which to develop musicality and musical 
appreciation in these individuals. Recommendations that 
came from this study were as follows: 
a. Developing Musicality (Musical Sensitivity) 
b. Broadening Musical Repertory 
c. Creating Listening Opportunities for 
Literature 
Establishing Varied Performance Activities 
Generating Advanced Classroom Music Courses 
f. Opening Musicians-in-Residence Programs 
g. Taking Advantage of Community Resources 
h. Seeking National Resources 
Greater Utilization of Audiovisual Aids 
Teacher Training and Retraining. 
d. 
e. 
i . 
Musical 
3 
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The Yale Seminar had a significant impact on the 
climate of music education as it was an effective tool in 
creating change within the profession. New curricula, 
using various methods and approaches known as Kodaly, Orff, 
Suzuki, Manhattenville and Carabo-Cone, reached widespread 
acceptance through changing attitudes from the work of this 
study. School repertory began to improve, teaching tools 
became more refined, performing-arts high schools increased 
in number and teacher training in music has vastly improved 
since this time. 
The Juilliard Repertory Project 
As a result of the Yale Seminar, Dean Gideon Waldrop of 
the Juilliard School of Music, who had served as a member 
of the Seminar, requested a grant from the United States 
Office of Education for the purpose of developing 
meaningful music materials as addressed by the Symposium. 
A grant was extended in 1964 and the Julliard Repertory 
Project was established (Lowens, 1971). 
Initially, the project set about to compile materials 
which was done by research musicians (musicologists, 
ethnomusicologists), educational consultants (music 
educators) and practicing elementary music teachers who had 
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the opportunity to test materials in the field. Composers 
were also encouraged to write new works for use in the 
public schools. 
After materials were developed, tests were conducted in 
selected schools and a collection was published for both 
vocal and instrumental use which was categorized in seven 
musical styles. An ongoing process was set into motion 
whereby composers and music educators were encouraged to 
upgrade music education. Also, the United States Office of 
Education through its Arts and Humanities Program has 
endeavored to record samplings of outstanding performances 
by student musicians for distribution. 
The Tanglewood Symposium 
In 1967, at Tanglewood, Massachusetts, the summer home 
of the Boston Symphony Orchestra, a symposium was held 
(Choate, 1968). The purpose of this gathering was to 
define the role of music education in a rapidly changing 
American society. Music instruction was addressed with 
regard to its effectiveness in education. Sponsorship for 
the symposium was through the Music Educators National 
conference in cooperation with other interested agencies. 
Participants were selected from a wide spectrum of 
professions and from those with an avocational interest in 
39 
following questions formed the input from 
to an earlier published listing of the 
are the characteristics and desirable 
ideologies for an emerging post-industrial society? 
b. What are the values and unique functions of music 
and other arts for individuals and communities in 
such a society? 
c. How may these potentials be attained? A 
post-session of music educators and consultants 
outlined implications of the symposium, identified 
critical issues and made recommendations for future 
action. 
From these proceedings and study, a document was 
prepared and published called "The Tanglewood 
Declaration". This work represented the most complete and 
revolutionary document of contemporary thought on every 
aspect of Music Education. 
music. The 
respondents 
questions: 
a. What 
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The GO Project 
From the goals and objectives of The Tanglewood 
Symposium, the Music Educators National Conference 
commissioned the formation of The GO Project in 1969 to 
carry out these recommendations as they pertained to the 
M.E.N.C. (Mus. Ed. Journal, 1970). The profession then set 
out to develop programs and activities which would 
establish a vital musical culture and a musically literate 
public. Thirty-five objectives were drawn for this project 
from which eight were chosen for specified focus by the 
M.E.N.C. to commence their work. 
a. Lead in efforts to develop programs of music 
instruction challenging to all students, whatever 
their sociocultural condition and directed toward 
the needs of citizens in a pluralistic society. 
b. Lead in the development of programs of study that 
correlate performing, creating and listening to 
music and encompass a diversity of musical 
behaviors. 
c. Assist teachers in the identification of musical 
behaviors relevant to the needs of their students. 
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d. Advance the teaching of music of all periods, 
styles, forms and cultures. 
e. Develop standards to ensure that all music 
instruction is provided by teachers well prepared 
in music. 
f. Expand its program to secure greater involvement 
and commitment of student members. 
g. Assume leadership in the application of significant 
new developments in curriculum, teaching-learning 
techniques and technology, instructional and 
staffing patterns, evaluation and related topics to 
every area and level of music teaching. 
h. Lead in efforts to ensure that every school system 
allocates sufficient staff time and funds to 
support a comprehensive and excellent music 
program. From the efforts of the GO Projects, two 
national committees were commissioned: 
1. The M.E.N.C. 
Organizational 
recommendations 
organization and 
National Commission on 
Development - to prepare 
for needed changes within the 
its structure. 
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2. The M.E.N.C. National Commission on 
- to plan, manage and coordinate 
which resulted in the publication of 
Music Program: Description and Standa 
Instruct ion 
activities 
The School 
rds. 
Federal Aid to Education 
Federal aid to education has not been looked upon very 
favorably throughout the years because education has always 
been considered a function of the state and local 
governments. In this respect, money was always gratefully 
received but with this came constraints and control of 
usage by the government which was seriously questioned. 
Federal aid has, however, been acceptable for such purposes 
as vocational and agricultural facilities, school lunch 
programs, etc. In the 1950's, a growing concern over 
education evolved which prompted people to look to the 
federal government for assistance. This involvement from 
the federal branch of government came in the form of The 
National Advisory Committee on Education Act of 1954. This 
committee, in identifying areas of national concern, named 
music among those issues to be addressed by the Department 
of Health, Education and Welfare and thus was able to 
receive financial assistance from the National Defense 
Education Act of 1958. Monies used in music were 
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principally for higher education assistance to students and 
for building electronic music studios in educational 
facilities. 
Another piece of legislation significant to music was 
The Elementary and Secondary Education Act (E.S.E.A.) of 
1965. Under Title I of this Act, funds were made available 
for the hiring of music teachers and purchasing of musical 
equipment where it was to be used equalizing educational 
opportunity for children of low income families. In 1973, 
the United States Office of Education under revised terms, 
also included assistance for remedial aid for basic 
skills. This tended to broaden availability for 
opportunity in music. Under Title III, this Act provided 
monies for communities to provide new services not 
presently offered and to raise the quality of educational 
services already available. A number of arts programs were 
established and funded under this title. Another E . S. E • A. , 
Title IV, funded numerous projects in research in the 
aesthetics and music education. One such project was The 
Special Training Project in Research in Music Education 
sponsored by the M.E.N.C. in 1968. 
Also in 1965, an independent federal agency, The 
National Foundation on the Arts and Humanities, was created 
by Congress for the sustenance of creative activity. A 
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component of the National Foundation, the National 
Endowment for the Arts, has been responsible for music 
education activities to vast numbers of students nationwide 
(Mark, 1978). 
Music education was also enriched through the Education 
Professions Development Act of 1967. Devised for the 
purpose of helping to ease the shortage of qualified 
teachers, this Act provided resources for such projects as 
The Interdisciplinary Model Programs in the Arts for 
Children and Teachers in 1970, known as I .M.P.A.C.T., which 
grew from the Tanglewood Declaration. I.M.P.A.C.T. was 
known for its success in developing self-esteem in children 
through arts, experiences which improved their attitudes 
toward school. 
In 1973, in response to a mandate by Congress, The 
National Alliance for Arts Education was founded by the 
John F. Kennedy Center for the Performing Arts and the 
United States Office of Education. The intent of this 
organization was to give performers access to the Kennedy 
Center and to make services of the Center available to all 
people of the nation. In doing this, it was believed to be 
strengthening the position of the arts in education from 
the local to national level. 
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in summary, Mark ( 1978) suggests that the most 
significant changes to occur historically took place in the 
1960's and early 1970's when a unified philosophy for music 
education was developed which brought about a marked change 
of attitude within the profession. Little has changed from 
the 1970's until the present as prosperity and growth in 
programs have allowed us to be somewhat complacent. It has 
only been in the last year or two, stemming from serious 
budgetary cutbacks and declining enrollment, that the 
profession has realized the weakening of this position. 
Efforts have again been renewed to evaluate this change and 
look to the future. 
One of the questions that could be asked with reference 
to this historical background pertains to the manner in 
which the ideas from these studies and conferences have 
been accepted and implemented by music educators. 
Unfortunately, this might be another thesis in itself. 
Problems Confronting Music Teachers Today 
Fewer teacher positions, economic limitations forcing 
cutbacks in educational programming, higher academic 
requirements within the sciences, a lack of arts 
requirements for college acceptance and deemphasis on fine 
and performance arts in education all contribute to the 
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problems confronting music teachers in the field or 
attempting to enter the field today. Needless to say, this 
has discouraged many would be students from considering a 
teaching career in music. Only the stouthearted, so to 
speak, are forging ahead with the necessary training in 
anticipation of certification for the job they hope will be 
available. 
Not only are music teaching jobs becoming more 
difficult to find,but many find their college preparation 
inadequate for the job. In fact, this is also true of 
experienced teachers who sometimes find themselves without 
the necessary skills needed to compete with the current 
trends and happenings around them. Because of this problem 
and those mentioned above, many teaching positions are 
being consolidated, thus creating fewer positions with a 
wide variety of skills necessary. 
Since the 1950's, music training has become very 
specialized within the discipline as a result of the focus 
on performance. Music teachers have been trained with a 
concentration in vocal, general (classroom) or instrumental 
music. In the instrumental area the field may be further 
differentiated into so-called wind, string, brass or 
percussion specialists. Training has also been 
compartmentalized into elementary, junior high school 
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(middle school) or high school in emphasis. Other areas of 
focus have been taught in specific curricular methods, such 
as Suzuki, Kodaly, Orff and Dalcrose in elementary 
training, comprehensive musicianship or an emphasis on 
marching band, jazz rock band or choir, classical 
orientation in band or choir. This type of specialization 
goes on and on and with it an extremely narrow focus in the 
specialization and training of the music teacher. 
To return to the mention of consolidation in teaching 
positions, we find the teacher is highly specialized but 
i 
with skills in only a narrow strata of the field. Now a 
requirement is presented that calls for general skills in 
many or several areas of the discipline. Our presently 
trained specialists lack a broad training which this writer 
feels must be addressed in future training of music 
teachers. This training would include teaching strategies 
and techniques appropriate to vocal, general and 
instrumental music for levels from kindergarden through 
grade twelve. 
Another factor impacting this problem for music 
teachers is the lack of understanding or experience of 
those surrounding the musical practitioner, namely, faculty 
colleagues in other disciplines, administrators and 
such as the school committee. policymaking individuals, 
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Nothing in music, other than classroom music as theory and 
history, is conventional to the normal process of teaching 
in the public schools. Due to this unique setting, 
teachers and administrators who are non-accustomed to 
traditional classroom procedures are confused or frustrated 
as to how to approach those areas most common to the music 
teacher, such as ensemble rehearsal techniques and 
procedures (Mark, 1978). 
Budget cuts due to tax limiting measures, tight 
economic conditions nationally, and public apathy towards 
education have placed added burdens on the school 
curriculum. Music Education, for many reasons, has been 
targeted for reduction or elimination more than other areas 
of the curriculum. Such reasons include (1) costliness of 
program; (2) lack of understanding and/or interest of those 
making decisions regarding the validity of the programs; 
(3) inadequate teaching by those responsible for program; 
and (4) the lack of the profession to adequately justify 
its position as an important ingredient of basic education. 
Outside of these problems is the enormous scope of 
operation within the field of Music Education in which a 
music teacher must work. To take one small area, for 
example, the following list includes some of the 
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requirements to be successful as an instrumental music 
teacher at the high school level: 
Subject matter expertise 
General - Music Theory, Harmony, History, 
Composition, Instrumentation 
Special Areas - Instrumental Techniques, Brass, 
Woodwind, Percussion, Strings 
Related Skills - Conducting, Budgeting, Purchasing, 
Marching, Field Charting, Instrument Repair, 
Inventory Control, Uniform Fitting, Fundraising, 
Travel Arrangements, Recruiting 
In addition to all of the subject area requirements are 
teaching methodology, behavioral understandings, discipline 
and organizational aspects of teaching. And because of its 
position in the hierarchy of the curriculum, music teachers 
quite often have the responsibility for establishing the 
program in the curriculum, scheduling, funding outside of 
the budget, and generally maintaining and administering the 
entire program plus continually justifying its existence. 
It is because of these enormous requirements and 
responsibilities for success that music teachers quite 
often fall short of the task. And, in addition, when 
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conditions are changing so rapidly, it is essential that a 
hard look is taken at the training programs for Music 
Education. 
Change in Music Teacher Preparation 
In a society which places a high premium on function 
and also one that is changing and moving very rapidly, it 
behooves every element of that society to stay abreast or 
quickly diminish into oblivion. Education is a vital part 
of this society and, as can be plainly seen, is being 
bombarded from every angle regarding its relevance to this 
society. Music education is no exception and it too is 
feeling the retrogression or at least the lack of cohesion 
of a vital forward-moving profession (Klotman, 1973). 
New thinking, re-evaluation, better solutions, better 
educators and renewed leadership are all appropriate for the 
renewal and change that is sought by many for the future. 
It is suggested that study and evaluation of the 
perspectives of music education by a diverse population 
into what is needed, how to plan to accomplish these goals 
and how to implement such programs is a better solution. 
An inquiry of this kind was held in July, 1983 at the 
Eastman School of Music of the University of Rochester. 
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conference on the future of music education brought 
together 130 music educators from across the nation to hear 
and discuss the thoughts of several speakers. 
Change in music education is inevitable, 
preferable to guide it rather than have it 
education like a giant tidal wave. Too many 
have eliminated music programs because no one 
and prepared for change (Klotman, 1973). 
and it is 
sweep over 
communities 
anticipated 
One area for exploration in music teacher preparation 
is the broadening of preparation within the discipline. 
Realizing the trend is to consolidate positions, a teacher 
now should have skills in all areas of the field upon 
entering the profession. A few teacher preparatory 
institutions have attempted to address this problem only to 
find that it is not easily solved. It appears that the 
material and experiences deemed necessary by most experts 
in the field would take far longer than the usual four-year 
preparation time of most teacher education programs. This 
has serious implications on preservice education for the 
future. It is currently being addressed to some extent by 
in-service education for those presently in the field. 
Another concern in the pursuit of improvement in the 
is the whole area of preparation of music teachers 
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non-pedagogical requirements now thrust upon the teacher. 
A list of these techniques was enumerated earlier in the 
thesis. Many of these requirements come through the 
reality that teacher preparation has been dominated by 
specialization in recent years. This era of rapid growth 
and prosperity that fostered the various specializations in 
music, predominantly performance, began in the 1960's. And 
now in the early 1980's, a new accountability and a 
national focus on competencies has returned thinking in the 
arts to more or less the same position as before 1960. 
Education is again focusing on the so-called "basics" in 
much the same way as during the 1957 campaign. 
With reference to these ancillary skills, which in many 
instances have become necessary because of the growth in 
specialization, the same problem arises as with that of 
broadening the general curriculum. The present teacher 
training program has a full curriculum within its present 
time constraints and is barely able to deliver that which 
is considered necessary at the moment. 
A third area to be addressed with regard to change in 
music teacher preparation is in the import of the 
pedagogical content of music education. Provision of 
curriculum content that qualifies as basis in education 
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through creative understandings that are connected to 
technology, communication, human understanding and 
motivation. It is a must in the "effective schools" 
movement in the United States that education depart from 
skill training and custodial care (Rogers, 1982). And 
further, he feels that intellectual development of children 
in the Piagetian sense must come. The fine arts has a role 
to play and each area, such as music, must come from 
critical thinking into the mainstream of creative, 
intellectual development. 
Music is not considered a basic in education by many in 
the educational community. Possibly the lack of this 
credibility is the result of educators having no personal 
experience in music but also the lack of leadership in 
music establishing a criteria that qualifies music as basic 
in education, (Mark, 1978). 
Leadership as a process for change must come from those 
most familiar with the discipline. Those professionals, 
music educators now in the field, must be prepared to act 
as models and guide those preparing to enter the 
profession. Changes occur when individuals change 
(Bents-Howey, 1981). And group ownership of goal setting 
and planning for change will foster commitment (Stefurak, 
1978) . 
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A Philosophical Statement 
In an effort to establish the effects of leadership on 
Music Education, it is necessary to understand the 
philosophical premises and articulate the force of these 
principles on society and the educational establishment. 
As far back as the writings of Plato, music was 
considered significant for its ability to communicate. It 
was believed to have made many contributions to man, 
including the ability to corrupt and be potentially 
dangerous in this influence. Plato made a distinction in 
music between the aesthetic and utilitarian uses it may 
provide. He placed the aesthetic among the highest levels 
of human achievement and the utilitarian as a possible 
corrupting force in society (Ultan, 1984). 
In description, aesthetic functions within the art as 
an end in itself. It needs no practical or utilitarian 
purpose. It involves feelings and intellect with which a 
person can react and focus on an object. The object, too, 
must have qualities that encourage reflection. Through 
experience of these functions, one can relate the 
occurrence to other people. Ultimately, the aesthetic can 
provide a richer and more meaningful life through 
experiencing this dimension in the art of music. 
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Utilitarian, on the other hand, is using music for a 
purpose which is non-musical in value. Although this 
purpose may be fully justifiable and worthy in its own 
right, the main function or worth is outside of the realm 
of the aesthetic. Utilitarian purposes commonly seen in 
education include service to the school and community, 
providing respite or relaxation, entertainment (instant 
gratification), or skill development which contributes to 
reading and speech (Abeles, 1984). 
In reality, music education through the years has 
functioned as much through the utilitarian as through the 
aesthetic. However, in recent times educators have begun 
to realize the potential, the profound implication and 
significance of the art. The teaching of music for its own 
sake has increased dramatically among music educators, 
particularly among those who view the broader implications 
of education. These are people who believe that schools 
should be more than a training ground for basic skills and 
the rudimentary needs of life (Abeles, 1984). Schools 
should establish and maintain well balanced curricula from 
which students can learn to appreciate, to understand and 
to criticize with discrimination products of the mind, the 
voice, hand and body (Your AASA, 1959). 
In today's world, with declining enrollments, fiscal 
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cuts and mounting pressures on education, justification for 
real value in educational experience is crucial. Music is 
one of the most powerful and pervasive humanistic forces in 
the world. In a society which openly expresses a concern 
for its own dehumanization because of the prolification of 
technology and emphasis on materialism, the cultivation of 
an aesthetic experience and its application to living 
through the senses can provide a rich humanistic 
perspective to life. 
Schools or administrators who subscribe to the 
utilitarian philosophy of music education are more often 
than not reducing or eliminating music because the value is 
not commensurate with other entrees in the curriculum. 
Unfortunately, it appears that school administrators have 
more often embraced the utilitarian which is probably due 
to the lack of understanding of the aesthetic or lack of 
personal experience in the art. 
While many music educators do approach music from a 
utilitarian perspective, it is probable that a majority of 
them teach and administer programs from a basis of 
aesthetic understanding and approach. It would be 
reasonable to conclude that quality educational programming 
in music comes from the realm of the aesthetic. It is 
aesthetic sensitivity that contributes to the area of human 
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growth and development that assists one in acquiring 
perception and insight into human feeling and emotion. It 
is also aesthetic judgment that contributes to one's sense 
of values which has great influence on lifestyle and living 
(Abeles, 1984). 
It then is the educator's responsibility to move music 
forward with purpose, direction and a vitality that 
enriches life. 
Change in Educational Administration 
From its beginnings in the 1600's, public education has 
progressed through a series of changes. Change has been 
the vehicle through which learning experiences and 
educational programming has kept abreast of the needs and 
interests of a mobile society. Pressures of all kinds have 
been exerted upon public education from moral issues to 
special interests and new methods in teaching. There has 
always been a need for keeping stride with new 
technological advances of the day. 
As noted by many authors, such as Hicks and Gullett 
(1976), educational administrators quite often have been 
the agents of this change. Although administrators have 
been prime movers in innovational thought, it appears more 
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often they have been proponents of maintaining the 
so-called standard. This is not too surprising, however, 
as, until recent years before certification, it was 
commonplace for the more experienced or aggressive teacher 
to move into administration without the benefit of specific 
or further training in the skills of administration or 
management. 
The central focus of educational administration has 
always projected the administrator as a decision maker. 
Early on, the notion was fostered that preparation for the 
position was best accomplished through professional 
experience. The source of the administrative role, 
therefore, has been shrouded by a mystique, due to the 
chance relationship of the qualifications for being a 
decision maker. 
Today's training has created a strong shift from this 
reliance on professional experience to a demand for 
explicit technique in administration (Fincher, 1975). The 
role of the administrator as decision maker has begun to 
change due to theory that is able to explain concepts for 
administrative behavior. Subjective opinion, intuitive 
judgment and previous experience have had to give way to a 
more comprehensive understanding of process that is 
dominated by technique. 
59 
Capability through computer technology with its 
sophisticated ability to analyze quantitative variables and 
receptivity to behavioristic concepts through 
organizational theory has been a major force in shaping 
change within the realm of the administrative role. 
Although techniques have become of prime importance to the 
administrative process, most will still agree that the role 
of the administrator is that of a decision maker. The 
preparation for the role has changed; however, the decision 
making responsibility must still be vested in the person 
rather than the procedure (Fincher, 1975). 
From Fayol to modern systems management, educational 
administration has been torn between the political context 
of public administration, public and school committee 
pressures, and the hard tactics of business management 
practices. This question still seems to prevail as 
academic administrators are using a mixture of rationale 
from several fields in addition to data based decision 
making. A single clear model for educational decision 
making has not yet been identified which allows a cloud to 
prevail over the role of the administrator (Houghton, 1979). 
Educational administration has also been influenced by 
organizational theory and a world which has become 
increasingly organized. It has been said that three 
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theories of organization - the classical, the neoclassical 
and the modern - are having considerble influence on 
management thought and practice today (Scott, 1974). The 
organization, which is traditionally viewed as a mechanism 
for accomplishing goals and objectives, has evolved from 
its early concentration on the formal anatomy of the 
organization to a marvelously complex conception of a human 
organization. This organization focuses first on the 
individual and then through several functions, the formal 
and informal to the organization at large. 
Educational administration as a field of study had 
little recognition until the middle of this century. The 
administrative revolution stirred by Woodrow Wilson's 
scholarly essay "The Study of Administration" in 1887 had 
little impact on education because the teaching of 
educational administration was totally removed from the 
scholarly thought and research in which this revolution was 
occurring (Owens, 1970). In even the most prestigious 
universities, the schools of education had no contact with 
the business schools or behavioral science departments. 
The current practice of this time was to have former school 
superintendents teach educational administration from their 
perspective of past experience. Emphasis was usually 
placed on the sharing of problem solving techniques and 
research dealing with opinions and status studies of 
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current problems. In summarizing educational 
administration until the 1950's, it is suggested that it 
was a study of looking backward and sideward, covering much 
educational experience with little scientific study (Owens, 
1970 ) . 
In an effort to trace the changing role of the 
educational administrator, we will begin in the 1950's. We 
will do so because, as can be seen in the historical 
background of administrative theory, very little changed in 
educational administration prior to this time. 
New thinking, which gave rise to excitement, saw a 
strong shift from this reliance on professional experience 
to a demand for explicit technique in educational 
administration (Fincher, 1975). In recent years we have 
seen educational administration become a field of study 
with full development into a vocation (Van Miller, 1965). 
By seeming chance, a number of events took place that 
changed this course of events. The formation of the 
National Conference of Professors of Educational 
Administration (NCPEA) in 1947 took place when these 
scholars met with the American Association of School 
Administrators (AASA) for a discussion of common problems. 
From this discusson came a report entitled "Educational 
Leaders: Their Function and Preparation", which started 
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communication within the field that led to new associations 
with professors in other fields. This stimulated interest 
which gave access to open communication in new fields of 
knowledge and research. From these beginnings a succession 
of events were spawned that set the stage for the launching 
of the Cooperative Program in Educational Administration 
(CPEA) betweem NCPEA and AASA in 1950, which is a mile post 
in educational administration. 
The Kellogg Foundation had been exploring activities in 
a public health project for children prior to this time, 
and with the new movement in education was able to 
co-sponsor with the AASA and several other administrators' 
groups this CPEA. Eight regional centers were established 
in universities across the country that provided major 
impact and influenced change on every aspect of education 
administration. 
The establishment of the CPEA has since been viewed as 
the principal action that began a new era in educational 
administration (Owens, 1970). 
From this, other groups - The University Council for 
Educational Administration (UCEA), the Council for 
Administrative Leadership (CAL) and the Committee for the 
Advancement and Development of Educational Administration 
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(CADEA) - were formulated for various aspects of 
development. In 1968, the AASA inaugurated its Academy for 
School Executives which was an in-service program for 
practicing school superintendents. 
In response to numerous societal dictates as school 
integration, affirmative action, equal opportunity and 
fiscal restraints, the role of the administrator has been 
extremely complicated in the last decade. Although 
research has continued in administrative theory, much 
effort has been expended by the administrator in keeping 
abreast of current law and mandates requiring compliance 
within education. 
To articulate a particular role set of the educational 
administrator, it would appear that prior to the 1950's, 
the role of the preponderance of administrators was that of 
an autocratic exercise of power. Schools were small, the 
curriculum basic, life much more simplistic with a strong 
reliance and respect for the educator. The administrator 
was usually a teacher who arrived at the position of 
administrator from indepth experience in the field of 
education. 
Within the 1950's, the trend in the role of the 
the autocratic 
administrator had been away from 
to 
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effectual personal involvement as reflected in 
organizational behavior (Owens, 1975). Influence from 
behavioral scientists and urgings to foster teacher 
involvement induced a democratic leadership process to 
evolve in administration. The admimistrator became a 
leader over a shared decision process that is somewhat 
democratically controlled. Of course, there are many 
variations in the structure of this model, and it is 
difficult to predict how the control of power is skewed. 
In this context it should be mentioned that 
administrators are in a field of both subordinate and 
superordinates. Being in such a position does create some 
role conflict and ambiguity. As school systems and society 
become more complex, the role of the administrator has 
become more diffused. 
Some techniques have been available to offset this 
complication. Shared decision processes that have been 
employed are Management By Objectives, Planning 
Programming - Budgeting - System and various forms of group 
dynamics. Use of outside consultants and the team system 
in decision consensus have also been shown to be useful. 
Systems analysis, data based decision making, is the latest 
technique to be considered for assistance in the role of 
leadership (Buchele, 1977). 
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Recent years have seen enlarged school systems, 
comprehensive programs within the curriculum, racial and 
minority conflicts, inner city crime, violence in the 
classroom and serious malefaction in our youth, If this 
were not enough, our administrators now have to deal with 
teacher militancy, fiscal restraints and a loss of 
confidence in education by the general populace. 
The administrator of the future has a very difficult 
task ahead. It does appear, however, that there is a 
national focus on the plight of education. For whatever 
this is worth, it is possible that from this recognition of 
the problem, a solution can be constructed. Educators of 
the future must be able to forecast the future, plan, 
communicate, organize, delegate, establish and maintain 
control (Pugh, 1980). 
A call for excellence, accountability and fiscal 
responsibility in education is being heralded from every 
sector. Numerous studies are in process with various 
commissions taking positions on the direction for change. 
Educational change has for the first time become a 
political priority in the re-election campaign for the 
President of the United States. 
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A trend in the direction of this process is the call 
for stricter discipline, upgrading of academic curricula 
and the development of more competent practitioners within 
the profession (National Commission on Excellence in 
Education, 1983). 
In response to this challenge, administrators and 
educational leadership will need to re-evaluate the entire 
educational process (Snyder, 1983). Such procedures should 
include: 
1. An assessment of community needs - to address 
within the curriculum. 
2. An assessment of community resources - to parlay 
into student outcomes. 
3. An assessment of leadership - to insure expertise, 
vision, and confidence for the future. 
4. An assessment of faculty capabilities and resources 
- to maintain a quality delivery system of learning 
experiences and revitalize the faculty through 
inservice training. 
5. An assessment of revenue resources and fiscal 
management - for cost efficiency and the generation 
of new sources. 
Within the organization, leadership should construct 
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new and innovative ways for development of the individual. 
This can be accomplished through both the formal and 
informal structure so long as an open system is 
maintained. Consideration for this development should deal 
in respect to: (1) the changing needs of society; (2) 
curriculum interests and needs of all students and faculty; 
(3) special needs, i.e., remedial, talented, disabled, 
disadvantaged; (4) provision for motivation and a rewards 
system for stimulation of staff; (5) differing levels and 
stages of ability and learning; and (6) a social system 
which provides for the needs and well being of the 
individual (Baker, 1974). 
Another consideration of change is progress in computer 
technology. With the advent of the micro-computer, which 
has made the state of the art technology available to 
almost every administrator, new directions must be taken to 
benefit from its full capability in education. At present, 
the computer's major function for the administrator is in 
clerical support. However, uses for the future will 
include analyzing, simulation of models, communicating, 
reporting, and a variety of techniques for a total system 
of decision support. Computer education has also commenced 
within the schools and will continue to provide a higher 
level of support for learning. 
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Much has changed within educational administration, 
particularly since the 1950’s. But, it does appear that we 
are now in the fastest period of change within history. 
Technological advancement is coming at such a rapid pace 
that daily activities can hardly record innovation before 
obsolescence sets in. In light of this phenomenon, it 
seems appropriate to say that what we know today in 
education will be hardly recognizable by the year 2000. 
Synthesis of Interaction Between Music Educators 
and Administrators 
As this problem of leadership impacts both music 
educators and administrators in education, let us look 
first at the role of the administrator. Music in most 
instances is taught quite differently and in more diverse 
settings from the so-called traditional areas within the 
curriculum. For this reason, understanding is more lacking 
for music than for most areas throughout the educational 
community. One writer establishes this notion as a result 
of lacking personal experience in music (Mark, 1978). In 
the year 1969, much criticism was aimed at administrators 
at the National Conference of the American Association of 
School Administrators for failing to make the best use of 
aesthetic education programs. This lack of understanding 
still displays itself in varying 
support for music as a basic or 
public schooling. 
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degrees of or lack of 
important ingredient in 
In review of curricula for preparation of 
administrators, nothing stands out as giving administrators 
experience or understanding in dealing with the arts 
curriculum. In fact, it is highly unlikely that such a 
person will have encountered a musical experience in the 
preparation for teaching which is usually prerequisite 
experience for administration. Even during pre-higher 
education training, the majority of students during 
secondary school years do not participate in music 
experience course offerings. 
As a result, the administrator finds himself/herself in 
a position to lead and coordinate a discipline with a lack 
of understanding to carry it out. Unless the individual 
possesses a great deal of self-confidence, he/she will not 
even delegate this responsibility to another appropriate 
individual. The administrator often allows music to be 
placed in a secondary position without realizing that it 
has far more to offer in the total process of education. 
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The music educator, on the other hand, enters the 
profession with a background of highly specialized training 
in the field of music. Since the teaching of music 
requires such a diversity of training and need for a number 
of highly specialized skills, the curriculum for teacher 
preparation in music has little opportunity for training 
outside of the core discipline. The teacher then comes 
into the school expecting the operational setup to be in 
place, as in English, History or most other areas within 
the curriculum. Unless he/she encounters a school where 
the administrator has made these provisions, the music 
educator is left to his/her own devices to carry out these 
leadership functions. In most instances, this training has 
not been accomplished unless there is an unusual variance 
in the preparation. 
Learning experiences in the performing arts have been 
cited as being essential to a basic education in schooling 
by representatives from the Standards Committee in Higher 
Education, the Commission on Education from the U. S. 
Department of Education, the Educational Commission of the 
States, The Twentieth Century Fund, the Carnegie Foundation 
and Commissioners of Education from many states (Passow, 
1984). Musical experiences in education have been shown to 
provide critical thinking as well as a host of cross 
discipline experiences in education. Concepts 
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derived in music impact the literary, historical, 
analytical and scientific, as well as provide social and 
disciplinary functions in education (Abeles, 1984). This 
further supports the problem as being that of leadership 
and not in lacking educational worth or credentials. 
In summary, leadership from the music educator is those 
actions, relationships and understandings which enable the 
music educator to field an effective program in music 
education (see p. 26, music educator leadership). 
Leadership for the public school administrator is again the 
understandings, relationships and actions taken to prepare, 
assist and support the music educator in the process of 
music education (see p. 26, administrator leadership). 
The hypotheses for this research are: 
No. 1 - There is no difference 
perceptions of music educators and 
public school music education. 
No# 2 - There is no difference in leadership 
perceptions in schools with strong music programs and 
schools with marginal or no music programs. 
in the leadership 
administrators in 
CHAPTER HI 
METHODOLOGY 
Description of Research 
This research problem on the effect of leadership was 
studied through a survey instrument with a follow-up 
interview. Information for the survey was collected from a 
sample of 150 music educators and 150 administrators in the 
Commonwealth of Massachusetts. The survey was 
cross-sectional in a time bound mode. A sampling was drawn 
from the organizational membership of two groups defined as 
the Massachusetts Music Educators Association (MMEA) and 
the Massachusetts Association of Secondary School 
Administrators (MASSA) high school principals. 
A follow-up interview to the survey was conducted with 
administrators and music educators from ten high schools in 
the Commonwealth. For the interview, seven initial 
questions were used to focus on the definition of 
leadership exercised by these parties toward music in their 
schools. Specifically, answers were sought that cited 
experience from and actions taken relative to leadership in 
the process of music education. 
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Research Design 
The study explored the differences and relationship of 
variables in leadership of music educators and 
administrators as they relate to music education 
programming in the public schools. The questionnaire 
gathered perceptions of skills and effects on key variables 
from each respondent and music educators of administrators 
and administrators of music educators. Subsamples were 
also drawn for separate comparison within each role of the 
respondents. Music educators and administrators were not 
paired within each school but, rather, selected at random. 
Operationally, the study carried out the following 
objectives: 
to survey public school administrators' perceptions of 
music educators and music educators perceptions of 
administrators in regard to leadership in public school 
music education; and 
to examine the effect of leadership from each group 
administrators and music educators - on music programs 
in the public schools. 
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Within these objectives, the questionnaire sought 
answers in the following areas: 
1. What is your perception of leadership? 
2. What is your perception of leadership in the other 
group? 
3. How does each acquire the leadership skill? 
4. What is your belief toward the standing of music in 
the curriculum? 
5. What is the effect of leadership on music programs? 
6. What are the goals and purposes for music education? 
7. To keep music functioning in the future, how should 
the focus be directed? 
These questions sought to probe leadership traits, 
training, actions and attitudes which establish "what is" 
and describe value and understanding of the respondents 
through two hypotheses stated in null format. 
Hypotheses: 
There is no difference in the rating and ranking of 
leadership perceptions of administrators of music 
educators and music educators of administrators in 
public school music education. 
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There is no difference in leadership perceptions in 
schools with strong music programs and schools with 
marginal or no music programs. 
Variables addressed that were measured within the study 
are: 
1. Field of Concentration 
2. Academic Achievement 
3. Experience in Education 
4. Levels in Practice 
5. Background of Musical Experience 
6. Leadership Training 
7. School Music Program 
Sample 
A sample of respondents was drawn at random from 
membership listings of the Massachusetts Music Educators 
Association and Massachusetts Association of Secondary 
School Administrators for the survey. 
The ten high schools chosen for interview were selected 
on a basis of five with strong music programs and five 
showing far less strength in their music programming. 
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Findings from the surveys and recommendations from state 
music leadership were used as a basis for the selection. 
Originally, selection of these high schools was to be based 
on criteria outside of the questionnaires. However, many 
respondents chose to break this anonymity by including the 
postcard with the questionnaire, thereby identifying 
themselves and the data on their music program. In this 
field of ten high schools, care was taken to select schools 
from each region of the state (as defined by the MMEA) , a 
varied sample of student population size, and communities 
of differing economic ability. 
Instrumentation 
For the survey, a sampling instrument consisting of 
forty-eight items, divided into three major areas was used 
for this study. These activity areas were: Demographic 
Background and Leadership Training, Factors that Identify 
Traits, Experiences and Attitudes of Leadership, and 
Factors Identifying Quality and Depth of Music Programs. 
Questions were developed using a Likert-type scale, 
checklists, rankings and open format. 
Steps taken toward validation include the following: 
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1. Within the directions for completing the 
questionnaire, there was an exhortation to candor 
which read: "This survey is not to be considered a 
test and all replies will be treated anonymously. 
It will be helpful if you will respond in complete 
candor, assured that your responses will be 
strictly confidential." 
2. A return, self-addressed postcard was sent with the 
questionnaire. Respondents were asked to mail the 
postcard separately, indicating their return of the 
questionnaire. This was another step to insure 
anonymity and produce candid responses. 
3. Most of the questions in the questionnaire were 
stated in behavioral terms rather than in attitude, 
belief or feeling terms. This step was taken to 
counteract any feeling of testing. It was 
anticipated that terms, behaviorally, would elicit 
responses registering actual behavior, what is seen 
and done, rather than what is dreamed or wished. 
4. All respondents inquiring about the findings were 
assured of a copy at the completion of the study. 
78 
For the interview/ a guide was developed using the 
following questions in a semi-structured setting: 
1. What do music educators/administrators do to 
provide leadership in and for music education? 
2. What do administrators/educators do to assist in 
this process? 
3. What understandings are present between you and the 
administrator/music educators that have direct 
bearing on the status of your present music program? 
4. What, if any, misunderstandings are present between 
you and the administrator/music educator? 
5. How do you perceive the status of your present 
program? 
6. What leadership steps could be taken to enhance the 
present program? 
7. How important is leadership to effective music 
education in the schools? (Appendix A, p. 161, 
questions 25 and 26 show the actual leaderhsip 
behaviors that were sought.) 
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In each of the ten schools selected for the interview, 
one administrator and one music educator were interviewed 
separately on each question from the guide. Steps were 
taken to produce an environment for the interview that 
created few, if any, negative response effects. In the 
exchange of conversation, advice was sought for future 
directions for music education. Also, other anecdotal 
information was solicited that may enhance this study. In 
developing the interview guide, care was taken to minimize 
any bias of the interviewees or lead them in their 
responses. 
The interview was designed to classify respondents 
according to an adaptation of a leadership model 
established by Hersey and Blanchard. Administrators were 
categorized on the Leader Effectiveness Model as being high 
or low task and either high or low relationship. 
Conditions specified for task behavior are goal setting, 
organizing, setting time lines, directing and controlling. 
Relationship behavior dimensions are giving support, 
communicating, facilitating interactions, active listening 
and providing feedback. In general, the specified 
conditions were used as a guide from which impressions were 
drawn for the classification of high or low task and high 
or low relationship. 
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Music educators were classified on the Followers Styles 
and Expectations Model. Music educators are considered 
subordinate to the administrator in the process of 
leadership. Therefore, this second model was used for 
music educators to carry through the interactive process of 
leader effectiveness. Leadership style is also determined 
by the perception of the follower. The follower will 
behave in a manner consistent with his perception of the 
leader which, in effect, determines the power of the 
leader. Conditions specified for output and concern on 
this model are the same as task and relationship. 
Respondents were measured in like manner as the 
administrators. 
A third element of the interview was the classification 
of both administrators and music educators by their 
perceived type of leadership. Type of leadership was 
formulated into three categories: Proactive, Reactive and 
Passive. Each interviewee was probed and evaluated 
subjectively for a best fit into one of these types. 
1. Proactive - develops and leads in policy, goals, 
objectives, curriculum, scheduling and assists in 
the process of music education through all levels 
of leadersip. 
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2. Reactive - expects any action and accomplishment in 
music education to come elsewhere and criticizes 
any effort that is being undertaken. 
3. Passive - takes no part in the process of music 
education. Assumes a position of no value for or 
interest in music education. 
In the 
input from 
perception 
the source 
evaluation of both leadership style and type, 
both sides, the respondents' comments and the 
of the counterpart in each school were used as 
for classification of each respondent. 
Procedure 
A pilot test of ten administrators and ten music 
educators was conducted with the questionnaire which 
established the validity as clear, concise and eliciting 
the desired information. 
Prior to the interview, a pilot study was carried out 
with two subjects to minimize any flaws in the design of 
the guide. 
Questionnaires were mailed to all 
requesting an expedient completion and return. 
respondents 
The initial 
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mailing included a cover letter, questionnaire, return, 
self-addressed, stamped emvelope and a return, 
self-addressed stamped postcard which identified the 
respondent as having returned the survey and whether or not 
the respondent wished to participate in a follow-up 
interview. 
Two distinguished administrators in the Commonwealth - 
Dr. William Zimmerman, Superintendent of Schools, Wayland, 
and Kenneth Abbot, Principal, Maynard High School 
co-signed with this researcher on the cover letter. They 
lent their support to this project to urge respondents to 
complete and return the questionnaire. Both gentlemen are 
dedicated to the cause of leadership in education and are 
vitally interested in quality music education. 
Two follow-up letters were sent to each non-respondent 
at two-week intervals requesting a return of the completed 
questionnaire. The total process of mailing and retrieval 
was completed within six weeks. 
Statistical Treatment 
2 
Quantitative measures include Chi-square (X ) to test 
the difference of frequencies in responses from the two 
- administrators and music educators. groups 
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Preliminary factor analysis techniques were employed to 
see how the answers from the questions might be grouped. 
Variables were grouped into thirteen factors which had 
moderate intercorrelation. In addition to their use for 
broad interpretation, high loading variables from these 
the 
was 
the 
of 
Summary 
thirteen factors were used as input variables for 
discriminant analysis. 
Discriminant analysis, another parametric tool, 
used as a predictor of program strength to support 
selection of programs, chosen through observation 
perceived strength from the data. 
One of the main purposes for this research is being 
descriptive of actions, attitudes and perceptions relative 
to leadership. Therefore, as much data as feasible is 
being reported out within the study (see Appendix E). 
Hopefully, this will provide a basis for learning "what is" 
and describe the value and understanding of the respondents 
for future consideraton of leadership. Significant data 
and data of special interest to the analysis is reported in 
Chapter IV. 
CHAPTER IV 
ANALYSIS OF THE DATA 
Introduction 
The major purpose of this study was to determine if 
there was a difference between public school administrators 
and music educators' perceptions of leadership in music 
education. And, further, was there a difference in 
leadership perceptions in schools with strong music 
programs and those with marginal or no music programs. Two 
instruments (a Survey and an Interview) were used to obtain 
data that would be indicative of any differences. In 
this survey, there was no way to discern those who did 
respond from those who did not respond. In an effort to 
maintain anonymity for the respondents, information for 
this kind of comparison was not sought. This chapter will 
present the data from both the Survey and the Interviews. 
Survey Response 
Table I summarizes the return response to the survey. 
Tabulation of the data reveals that eighty—nine 
administrators and one hundred eight music educators 
responded to the survey. Eight of these respondents were 
not used in the analysis because they had retired from or 
left teaching prior to receiving the survey. 
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One-hundred three of those selected for the survey, to whom 
questionnaires were mailed, did not respond. Table 1 shows 
that a response of 63 % was obtained for use in this survey. 
Table 1 - Summary of Returns 
Number 
Mailed 
Number Percentage 
Returned of Total Returns 
Administrators 150 
Teachers 150 
Total (N = 300) 
89 
108 
(N = 197) 
59.3% 
72.0% 
65.6% 
Summary of Usable Returns 
Administrators 
Teachers 
Total 
Number 
Usable Returns 
87 
102 
= 189) 
Percentage 
of Usable Returns 
58% 
68% 
63% (N 
Demographic Information 
As background for the respondents of the survey, 94% 
of the administrators were male, 6% female, while 77% of 
the music educators were male and 23% female. By far, the 
largest percentage of respondents were married with 93% of 
the administrators and 75% of the music educators. 
Teachers by age were fairly evenly distributed among the 
categories from under thirty to over fifty-five. 
Administrators, however, had their greatest percentage 
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over age forty with even distribution through age sixty. 
Highest degrees earned by administrators was 53% Master's, 
30% C.A.G.S. and 17% with Doctorates. Forty percent of 
the music educators hold Bachelors Degrees, 57% Masters, 
1% C.A.G.S. and 2% with Doctorates. 
Years of employment was the highest in administration 
with 71% of the administrators having over twenty-one 
years. Thirty-nine percent of the music educators had 
over twenty-one years employment with the remainder being 
distributed over six to twenty years. Years of experience 
in an administrative position were distributed in all 
categories from zero to over twenty-one with the greatest 
concentration between eleven and fifteen years. Returns 
also reflect high schools of various sizes. Fifty-five 
percent of the music educators polled have some formal 
responsibility for leadership in music as indicated by 
their returns. 
Seventy-nine percent of the respondents to the 
questionnaire reported the presence of a music supervisory 
position in their school. Sixty-six percent have music or 
arts support organizations in the community in which they 
work. In description of the community and school system, 
51% of the administrators and 46% of the music educators 
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envision their community as conservative. Forty-four 
percent of the administrators and 53% of the music 
educators picture their school system as middle of the 
road. The teaching staff has also been described as 
middle of the road by 57% of all respondents. In response 
to educational philosophy, the greatest number of 
administrators felt they were middle of the road, while 
the music educators were split in their responses between 
progressive and middle of the road. 
In summary: 
1. Most of the respondents were male and married. 
2. As a group, the administrators were older than 
the music educators. 
3. The administrators tended to have higher degrees 
and more years experience in education. 
4. A large percentage of schools have music 
supervisory positions and music support groups. 
5. By and large, communities were considered 
conservative in philosophy. Schools and 
respondents appeared to be middle of the road, 
with a leaning from music educators to consider 
themselves progressive in philosophy. 
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Hypothesis No. 1 
1 stated: there is no difference in the 
ranking of leadership perceptions, 
of music educators and music educators of 
in public school music education. 
The chi-square (X ) test for independent samples 
was used to test the variables for their probability 
toward existing differences. Twenty-four questions were 
used to test this hypothesis. Table 2 illustrates this 
data. 
Hypothesis 
rating and 
administrators 
administrators 
Table 2, Hypothesis No. 1 
The following questions on the questionnaire are those in 
which significant differences were observed. Respondents 
were asked to select the most important goal. 
38. The primary goal of music 
is: 
Provide a service function to 
community. 
Performance for the public. 
Development of proficiency in 
Educate the student in aesthet 
understanding and appreciation 
Other 
education in your school 
the school and 
1 
2 
performance skills. 3 
ic judgment, critical 
of music 4 
5 
Response No. 
Admrs. 
Mus. Ed. 
1 2 
N 4 2 
% 4.8 2.4 
N 18 8 
% 22.2 9.9 
3 4 5 
33 42 2 
39.8 50.6 2.4 
15 39 1 
18.5 48.1 1.2 
Significance = . 0006 
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25-1. Music educator leadership is understanding the role 
of the principal. 
Responses: 1 - Moderately Important 
2 - Important 
3 - Very Important 
Admrs. N 29 39 8 
% 38.2 51.3 10.5 
Mus. Ed. N 17 44 29 
% 18.9 48.9 32.2 
Significance = .0008 
>-3. Music educator leadership is maintaining open 
communication with principal and faculty. 
1 2 3 
Admrs. N 4 27 47 
% 5.1 34.6 60.3 
Mus. Ed. N 2 16 73 
% 2.2 17.6 80.2 
Significance = = .0169 
5-1. Administrative leadership toward music education is 
understanding the role and importance of music in 
education. 
1 2 3 
Admrs. N 2 33 47 
% 2.4 40.2 57.3 
Mus. Ed. N 3 9 77 
% 3.4 10.1 86.5 
Significance = = .0000 
5-3. Administrative leadership toward music education is 
providing equal scheduling opportunities • 
1 2 3 
Admrs. N 3 39 38 
% 3.7 48.7 47.5 
Mus. Ed. N 4 14 70 
% 4.5 15.9 79.5 
Significance = .0000 
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26-5. Administrative 
understanding 
environment in 
leadership toward music education is 
the unique setting and teaching 
music classes. 
Admrs. N 5 
% 6.2 
Mus. Ed. N 2 
% 2.3 
Responses: 
Disagree; (SD) 
54 22 
66.7 27.2 
30 56 
34.1 63.6 
Significance = .0000 
(SA) Strongly Agree; (A) Agree; (D) 
Strongly Disagree; (N) Neutral 
-a. Administrators in general are aware of the role and 
importance of music in education. 
SA A D SD N 
Admrs. N 11 49 23 1 3 
% 12.6 56.3 26.4 1.1 3.4 
Mus. Ed. N 2 30 41 16 6 
% 2.1 31.6 43.2 16.8 6.3 
Significance = .0000 
-b. Awa reness of the role and importance of music in 
education is a component of administrative 
leadership • • 
SA A D SD N 
Admrs. N 21 63 3 0 0 
% 24.1 72.4 3.4 
Mus. Ed. N 44 42 8 0 2 
% 45.8 43.8 8.3 2.1 
Significance = .0010 
27-h. Administrators develop an awareness of the value and 
importance of music education through administrative 
training. 
SA A D SD N 
Admrs. N 4 23 42 16 2 
% 4.6 26.4 48.3 18.4 2.3 
Mus. Ed. N 1 20 44 12 18 
% 1.1 21.1 46.3 12.6 18.9 
Significance = .0045 
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27- j. Administrators view music as one of the basics in 
education. 
SA A D SD N 
Admrs. N 3 33 41 5 4 
% 3.5 38.4 47.7 5.8 4.7 
Mus. Ed. N 3 10 57 24 8 
% 3.1 10.4 53.1 25.0 8.3 
Signifi cance = . 0000 
-m. Aesthetic education is considered necessary 
education by the administrator. 
SA A D SD N 
Admrs. N 10 58 13 2 4 
% 11.5 66.7 14.9 2.3 4.6 
Mus. Ed. N 4 32 33 14 13 
% 4.2 33.3 34.4 14.6 13.5 
Significance = .0000 
27-1. Administration’s primary goal for music education is 
service to the school and community. 
SA A D SD N 
Admrs. N 2 20 47 14 4 
% 2.3 23.0 54.0 16.1 4.6 
Mus. Ed. N 8 41 25 5 16 
% 8.4 43.2 26.3 5.3 16.8 
Significance = .0000 
27-o. Positive changes within your school curriculum occur 
from administrative leadership. 
SA A D SD 
Admrs. N 26 50 6 1 
% 30.6 58.8 7.1 1.2 
Mus. Ed. N 8 37 30 12 
% 8.3 38.5 31.3 12.5 
Significance = .0000 
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27-p. Negative changes within your school 
from administrative leadership. 
curriculum occur 
Admrs. 
SA A D SD N 
3 N 6 35 23 17 
Mus. Ed. 
% 7.1 41.7 27.4 20.2 3.6 N 11 45 24 2 14 % 11.5 46.9 25.0 2.1 14.6 
Significance = . 0000 
i. Music is basic in the school 's curriculum. 
SA A D SD N 
Admrs. N 11 42 24 0 3 
% 13.7 52.5 30.0 3.7 
Mus. Ed. N 36 30 22 4 2 
% 38.3 31.9 23.4 4.3 2.1 
Significance = .0010 
28-a. The principal generates funding for the support of 
music curricula. 
SA A D SD N 
Admrs. N 9 41 22 4 3 
% 11.4 51.9 27.8 5.1 3.8 
Mus. Ed. N 2 23 41 16 12 
% 2.1 24.5 43.6 17.0 12.8 
Significance = .0000 
28-b. The principal provides differentiated scheduling for 
music offerings. 
SA A D SD N 
Admrs. N 14 52 12 2 0 
% 17.5 65.0 15.0 2.5 3.7 
Mus. Ed. N 5 38 34 11 5 
% 5.4 40.9 36.6 11.8 5.4 
Significance : = .0000 
c. Administrators are often in attendance at concerts 
SA A D SD N 
Admrs. N 29 45 6 0 1 
% 35.8 55.6 7.4 1.2 
Mus. Ed. N 13 45 18 17 1 
% 13.8 47.9 19.1 18.1 1.1 
Significance = .0000 
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28 f. The music teacher is a leader in faculty discussions. 
Admrs. N 
SA 
3 
A 
18 
D 
36 
SD 
10 
N 
13 
Mus. Ed. 
% 3.7 22.5 45.0 12.5 16.2 N 11 32 31 2 18 % 11.7 34.0 33.0 2.1 19.1 
Signi ficance = . 0074 
28- 
-1. Music ed lucators display little concern for other 
areas in education. 
SA A D SD N 
Admrs. N 4 19 48 7 3 
% 4.9 23.5 59.3 8.6 3.7 
Mus. Ed. N 2 16 42 27 7 
% 2.1 17.0 44.7 28.7 7.4 
Signi .ficance = .0080 
28- -n. Music students are regul arly recognized for their 
achievements. 
SA A D SD N 
Admrs. N 33 39 7 0 2 
% 40.7 48.1 8.6 2.5 
Mus. Ed. N 21 47 24 1 1 
% 22.3 50.0 25.5 1.1 1.1 
Significance = .0105 
28-o. Music performance ensembles participate regularly in 
outside festivals. 
SA A D SD N 
Admrs. N 22 37 13 3 6 
% 27.2 45.9 16.0 3.7 7.4 
Mus. Ed. N 11 50 26 1 6 
% 11.7 53.2 27.7 1.1 6.4 
Significance = .0399 
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28 P' Sa»facilities are adequate for the school's t' *- uy L aiu • 
Admrs. N 
% 
Mus. Ed. N 
% 
SA 
19 
23.8 
9 
9.6 
A D SD 
42 13 5 
52.5 16.2 6.3 
39 26 18 
41.5 27.7 19.1 
N 
1 
1.2 
2 
2.1 
Significance = .0054 
28-s. The community supports the school's music program. 
SA A D 
Admrs. N 40 29 8 
% 50.0 36.2 10.0 
Mus. Ed. N 24 50 10 
% 25.8 53.8 10.8 
SD 
0 
0 
N 
3 
3.7 
9 
9.7 
Significance = .0078 
Level .05 was chosen as the point of rejection for this 
hypothesis, which is considered acceptable in the field of 
educational research. Twenty-four out of thirty-seven 
questions were found to have significant differences in 
response to leadership perceptions that there is no 
difference between administrators' and music educators' 
perceptions of leadership in music education. The 
chi-square test does not normally use cells with less than 
five expected responses; however, where cell count was low, 
tests were run with two rows and three columns, and the 
differences were still significant. 
Something other than random sampling occurred in this 
testing. Several patterns took place which are 
A majority of these tests show significant dissimilar. 
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differences in perceptions between administrators and music 
educators. Questions 27-b and 28-s show only differences 
between levels of agreement and disagreement. Questions 
27-h and p also show differences between levels of 
agreement and disagreement, but this may have been weighted 
by the large number of neutral responses from music 
educators. 
Hypothesis No. 2 
Hypotheses No. 2 stated: there is no difference in 
leadership perceptions in schools with strong music 
programs and schools with marginal or no music programs. 
To test this hypothesis, fifteen strong and fifteen 
marginal programs were selected from questionnaire returns 
of administrators, and, similarly, fifteen of each strength 
program were chosen from music educator returns. Sixty 
respondents, representing thirty strong and thirty marginal 
programs, were assigned using the Standards for Music 
Education in Massachusetts (and this author's judgment) as 
the measure to test the strength of each program. All 
other schools represented by the returns were considered to 
be average. Since questionnaires were anonymously reported 
by both administrators and music educators, there is no 
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guarantee that a music educator and an administrator are 
not representing the same school. 
The "Standards", prepared by the Massachusetts Music 
Educators Association and adopted in September, 1984, is a 
comprehensive document addressing three levels of program 
strength - superior, quality, and basic - in music 
education. The standards are presented in three sections 
describing General, Choral and Instrumental music programs 
K~12. An exhortation is made that sections should be 
complementary and integrated into a balanced program of 
education. This document, as included in Appendix F in 
final form, was available only as a preliminary draft 
during the selection process. 
A second step in this process of selection was the 
running of a discriminant analysis to see how the schools 
grouped against the same data. A predicted quality was 
assigned to each school prior to running the discriminant 
analysis. Three distinct clusters were found matching 
those schools selected objectively. Twenty-five of the 
thirty schools under group one, marginal, were predicted. 
One hundred twenty-one of the one hundred twenty-nine in 
group two, average, and twenty-eight of the thirty in group 
three, strong, were correctly placed by this analysis. 
Only one school was predicted two groups from the initial 
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selection of marginal, average or strong. This analysis 
was used as a validation of the author's judgment and was 
not intended as a refinement process. 
The data does support the 
majority of these schools, 
discriminant analysis process 
observation, schools can be said 
marginal in their exercise of musi 
quality assigned to a 
Therefore, through the 
and selection through 
to be strong, average or 
c education. 
Objectives which 
program strength were 
were used to 
as follows: 
classify responses for 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
Academic music curriculum enrollment. 
Extra-curricular musical experience enrollment. 
Variety and depth in music curriculum offerings. 
Variety and depth in extra-curricular music offering. 
Performance opportunities. 
Percentage of student population in academic and 
extra-curricular music offerings. 
Goal for music education. 
Program purposes in music education. 
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Leadership perceptions which 
context of program strength were as 
were examined 
follows: 
in the 
Music Educators 
!• Viewing music as a part of the total curriculum. 
2. Concern for the needs of the whole student. 
3. Maintaining open communication with principal and 
faculty. 
4. Making musical experience available to every student. 
5. Understanding the role of the principal. 
Administrators 
1. Understanding the role and importance of music in 
education. 
2. Providing equal scheduling opportunities. 
3. Providing encouragement to students and staff. 
4. Fiscal equity in the budget for music education. 
5. Support by attendance at concerts and other 
performances. 
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2 
The chi-square (X ) test for independent samples was 
again used to test questionnaire responses for possible 
differences. A number of questions were asked to determine 
leadership perceptions; however, all questions were asked 
of both administrators and music educators with the 
exception of questions 27-x and w which were asked of music 
educators only. Of the questionnaire responses, twelve 
showed some differences relative to Hypothesis No. 2. All 
respondents were pooled for this analysis, which includes 
fifteen administrators and fifteen music educators for 
strong and fifteen of each group for the marginal 
classification. Table 3 illustrates this data. 
Table 3, Hypothesis No. 2 
(There were not usable responses in all categories from all 
respondents.) 
Responses: (SA) Strongly Agree; (A) Agree; (D) Disagree; 
(SD) Strongly Disagree; (N) Neutral 
28-h. Music is basic in the school's curriculum. 
Marginal N 
% 
Strong N 
% 
Significance = .0297 
SA 
4 
13.8 
6 
21.4 
A 
10 
34.5 
18 
64.3 
D 
13 
44.8 
2 
7.1 
1 
3.4 
1 
3.6 
LN 
1 
3.4 
1 
3.6 
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28-j. Music is taught as an academic subject in the school. 
SA A D SD N 
Marginal N 1 10 14 4 0 
% 3.4 34.5 48.3 13.8 
Strong N 7 19 2 0 0 
% 25.0 67.9 7.1 
Significance = .0002 
28-q. The music curriculum addresses a broad range of 
student need and interest. 
SA A D SD N 
Marginal N 1 11 14 3 0 
% 3.4 37.9 48.3 10.3 
Strong N 10 15 3 0 0 
% 35.7 53.6 10.7 
Signif icance = . 0004 
Questions 27-x and w were asked of music educators only. 
27-x. My principal supports the music in the curriculum. 
SA A D SD N 
Marginal N 1 6 5 0 4 
% 6.3 37.5 31.3 25.0 
Strong N 6 10 0 0 1 
% 35.3 58.8 5.9 
Significance = .0100 
27-w. My principal supports the music educator. 
SA A D SD N 
Marginal N 2 5 5 0 4 
% 12.5 31.3 31.3 25.0 
Strong N 4 13 0 0 0 
% 23.5 76.5 
Significance = .0042 
101 
26-4. Administrative leadership toward music education 
is fiscal equity in the budget. 
Marginal 
SA A D SD N N 5 8 12 0 0 % 20.0 32.0 48.0 
Strong N 0 9 18 0 0 % 33.3 66.7 
Significance = . 0453 
28-c. Administrators are often in attendance at concerts 
SA A D SD N 
Marginal N 2 15 7 4 1 
% 6.9 51.7 24.1 13.8 3.4 
Strong N 10 13 4 0 1 
% 35.7 46.4 14.3 0 3.6 
Significance = . 0360 
28-d. Music teachers are innovative in their teaching. 
SA A D SD N 
Marginal N 1 15 10 0 3 
% 3.4 51.7 34.5 10.3 
Strong N 9 17 0 0 2 
% 32.1 60.7 0 7.1 
Significance = , .0008 
28-k. Music commands sufficient financial support from 
school district for the total operation of 
program. 
SA A D SD N 
Marginal N 5 8 9 7 0 
% 17.2 27.6 31.0 24.1 
Strong N 8 16 4 0 0 
% 28.6 57.1 14.3 
Significance = 0065 
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28"n‘ a c h i e v e men't s”. ^ C69Ularly -^nized for their 
SA A D 
Marginal N 4 15 8 
% 13.8 51.7 27.6 
Strong N 18 9 1 
% 64.8 32.1 3.6 
Sign: 
28-r. Parents : are proud of their 
accomplishments. 
SA A D 
Marginal N 10 16 0 
% 34.5 55.2 
Strong N 23 5 0 
% 82.1 17.9 
Sign 
28-s. The community supports the school 
SA A D 
Marginal N 4 16 5 
% 13.8 55.2 17. 
Strong N 18 10 0 
% 64.3 35.7 
SD 
0 
0 
N 
2 
6.9 
0 
SD 
0 
0 
N 
3 
10.3 
0 
N 
4 
13.8 
0 
Significance = .0002 
Of the thirty-seven questions that could be classified 
as leadership perceptions which were used in testing 
Hypothesis No. 2, twelve showed differences. With clarity 
of hindsight, different questions might have been asked, as 
this data does not show a clear statistical difference. 
Although this testing may be inconclusive, indications from 
data obtained from the interviews show a much stronger 
difference in leadership practice between music educators 
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and administrators rather than just perception. We 
then that Hypothesis No. 2 is not clearly acceptable nor 
it in a position to be entirely rejected. 
see 
is 
Responses to Leadership Perceptions 
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In response to the differences as observed through a 
testing of the two hypotheses, the study does disclose 
various perceptions of administrators and music educators 
with respect to leadership in music education. The effect 
of leadership from these respondents does also appear to 
have some bearing on their respective programs. The 
findings of the entire study are reported out in reference 
to the following questions. 
1. What is your perception of leadership? 
Table 4 - Leadership 
Music educator leadership is; Administrators Educators 
N = Number 
Music 
Viewing music education as a part 
of the total curriculum 
Concern for the needs of the whole 
student 
Maintaining open communication with 
principal and faculty 
Making musical experience available to 
every student 34(42) 
Understanding the role of the 
principal 39(51) 
N(%) 
64(80) 
54(68) 
47(60) 
N ( % ) 
79(85) 
75(81) 
73(80) 
54(58) 
44(49) 
(Rank order of those considered 
very important. ) 
Understanding the role and importance 
of music in education 
Providing equal scheduling opportunities 
Providing encouragement to students and 
staff 
Fiscal equity in the budget for music 
education 
Support by attendance at concerts and 
other performances 
N (%) N ( %) 
47(57) 77(87) 
38(48) 70(80) 
47(57) 59(66) 
44(56) 59(67) 
45(56) 48(55) 
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Music educator leadership appears to be focused on these 
five responses which represent a majority of the responses 
from the nine leadership traits. None of these areas is 
likely to have had any focus during teacher preparation, 
especially in understanding the role of the principal. As 
mentioned previously, teacher preparation is very 
specialized and requires a rigorous curriculum, and, 
therefore, may not address broad leadership concerns. 
Five administrative leadership characteristics 
received strong support by both groups, particularly music 
educators. Understanding the role and importance of music 
in education was listed by 87% of the music educators which 
supports their feeling that administrators do not 
understand this role and importance when asked this 
question later in the survey (see p. 104). 
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2. What is your perception of leadership in t he ot her group.-' 
Table 5 
- Leadershio 
To School Administrators: SA A D SD 
My music educator(s): 
N% N% N% N% 
Displays leadership skills 
Provides leadership to 
24(13) 44(23) 11(6) 2(1) 
facilitate music education 
offerings 29(15) 38(20) 12(6) 2(1) 
Assists the principal in the 
process of education 
Believes the initiative for 
22(12) 46(24) 10(5) 3(2) 
development and continuance of 
music education programming should 
commence with the principal 8(4) 25(13) 34(18) 6(3) 
To Music Administrators and Teachers: 
My principal: 
Values and understands the role 
of music in education 12(6) 48(25) 23(12) 4(2) 
Believes that leadership for music 
education should come from the 
music department 22(12) 63(33) 9(5) 0 
Supports the music educator 17(9) 59(31) 8(4) 2(1) 
Supports music in the curriculum 17(9) 59(31) 9(5) 2(1) 
Administrators appear to be supportive of their music 
educators and give them credit for some leadership. They 
do, however, show that music educators believe the 
initiatives for music education should start with music 
educators. 
Music educators appear to support their principals by 
these responses. They again reinforce their belief that 
the initiatives for music education should come from the 
On this question of whether their music educators. 
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principal values and understands the role of music in 
education, music educators strongly agree that they do. 
Yet, in other like questions, there is not agreement 
that principals demonstrate this value and understanding in 
their practices. It appears that music educators do not 
believe that principals, in general, have this value and 
understanding, but they did not apply this to their own 
principal. 
3. How does each acquire the leadership skill? 
Table 6 - Leadership Training 
Formal Training - Music Educator: (Music Educator responses) 
In my preparation for teaching and music administration, I 
had the opportunity to receive leadership training: 
Yes No Unsure 
(N=42) 44.2% (N=46) 48.4% (N = 7) 7.4% 
I took the leadership training: (of those who had the 
opportunity) 
Yes 
(N=40) 69.0% 
I believe this training is of value to me in my work. 
Yes No 
(N=34) 75.6% (N=4) 8.9% 
Music educators should be provided with administrative 
leadership training during teacher preparation. 
Yes 
164(87%) 
No 
15(8%) 
Formal Training - Administrator 
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In my training for 
receive preparation 
education. 
Yes 
(N=25) 30.1% 
administration, I 
in the role and 
No 
(N=56) 67.5% 
had the opportunity 
importance of music 
Unsure 
(N=2) 2.4% 
t o 
in 
I participated in this training. 
Yes 
(N=23) 82.1% 
I believe this training 
administration. 
Yes 
(N= 22) 84.6% 
(All Respondents) 
is of value to my work 
No 
(N=3) 11.5% 
in 
Administrators should be provided an opportunity in their 
preparation programs to become sensitive to the role and 
importance of music in education. 
Yes No 
170(90%) 12(6%) 
Leadership training is necessary for skilled and informed 
leadership in music education. 
SA A D SD 
40(21%) 94(50%) 33(17%) 2(1%) 
Less than one-half of the music educators who 
responded reported having an opportunity for leadership 
training, and less than one-third of the administrators 
reported an opportunity to receive preparation in the role 
and importance of music in education. An even smaller 
number from each group participated in actual training. 
This means that if leadership is taking place between these 
parties, the majority of administrators and music educators 
gained this ability from some other source. 75% of the 
music educators and 84% of the administrators who took this 
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training did, however, agree that it is of value to their 
work. Thirty-one administrators and fifty music educators 
reported informal sources which may have assisted them in 
developing leadership. six outside programs were listed as 
specific sources for leadership training. A strong 
majority of both administrators and music educators believe 
that leadership training to facilitate music education 
should be provided during their preparatory training. 
Finally, most respondents agree that leadership training is 
necessary for skilled and informed leadership in music 
education. 
4. What is your belief toward the standing of music in 
the curriculum? 
Table 7 - Leadership Standing 
Administrators in general are aware of the role and 
importance of music in education. 
SA A D SD 
14(77%) 80(42%) 66(35%) 18(10%) 
Awareness of the role and importance of music in 
education is a component of administrative 
leadership. 
67(35%) 
A 
108(57%) 
D 
11( 6%) 
SD 
0 
Skilled leadership on the part of school 
administrators is necessary for the successful 
development and maintenance of music education. 
71(38%) 
A 
95(50%) 
D 
19( 9%) 
SD 
0 
no 
S^nec^ leadership from music educators is necessary 
for the successful development and maintenace of music 
education. 
SA 
148(78%) 
A 
40(21%) 
D 
0 
SD 
0 
Leaders in music education are those who display 
leadership qualities which allow them to understand 
music education as a part of the total curriculum. 
SA 
102(54%) 
A 
78(41%) 
D 
3(2%) 
SD 
1(1%) 
Leadership skills enable music educators to provide 
quality music education programs. 
SA 
65(34%) 
A 
92(49%) 22(12%) 
SD 
1(1%) 
Administrators develop an awareness of the value and 
importance of music education through personal 
experience in music. 
SA 
43(23%) 
A 
100(53%) 25(13%) 
SD 
3 ( 2%) 
Administrators view music as one of the basics in 
education. 
SA 
6 ( 3%) 
A 
43(23%) 
D 
93(49%) 
SD 
32(17%) 
Music has a place in the curriculum as a result of 
administrative leadership versus leadership in music 
education. 
SA 
4 ( 2%) 
A 
47(25%) 
D 
79(42%) 
SD 
23(12%) 
Positive changes within your school curriculum occur 
from administrative leadership. 
SA 
34(18%) 
A 
92(49%) 
D 
36(19%) 
SD 
13( 7%) 
Negative changes within your school curriculum occur 
from administrative leadership. 
C A 
17( 9%) 
A 
83(44%) 
D 
48(25%) 
SD 
19(10%) 
Ill 
The principal generates funding for the support of 
music curricula. support ot 
SA 
12( 6%) 
A 
67(35%) 
D 
64(34%) 
SD 
20(11%) 
The principal provides differentiated scheduling for 
music offerings. y tor 
SA 
19(10%) 
A 
67(35%) 
D 
64(34%) 
SD 
20(11%) 
Administrators are often in attendance at concerts. 
SA 
42(22%) 
A 
93(49%) 26(14%) 
Music is basic in the school's curriculum. 
SA 
48(25%) 
A 
73(39%) 
D 
48(25%) 
SD 
17( 9%) 
SD 
5 ( 3%) 
Music is taught as an academic subject in the school. 
SA 
35(19%) 
A 
92(49%) 
Parents are proud of 
accomplishments. 
SA 
101(53%) 
A 
69(37%) 
D 
44(23%) 
their children's 
D 
2 ( 1%) 
SD 
5( 3%) 
musical 
SD 
0 
The community supports the school's music program. 
SA 
64(34%) 
A 
84(44%) 
D 
18(10%) 
SD 
0 
There is almost unanimous agreement that skilled 
leadership from both the administrators and the music 
educators is necessary for successful development and 
maintenance of music education and that this enables them 
to provide quality music programs. Also, strongly agreed 
are that awareness of the role and importance of music in 
education is a component of administrative leadership and 
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leaders in music education are those who display leadership 
qualities which allow them to understand music education as 
a part of the total curriculum. 
The data suggests that administrators, who are aware 
of the role and importance of music in education, may have 
gained this awareness more from personal experience in 
music, rather than from administrative training. 
Respondents believe that music is basic in the curriculum 
but do not believe that administrators view music as basic 
in education. They feel that music has gained its place in 
the curriculum in schools where music educator leadership 
has been present. Respondents seem divided on questions of 
whether administrators generate funding and provide 
scheduling for music offerings. 
In summary of this section, music is found to be 
taught as an academic subject in 68% of the schools, and 
receives strong support from both parents and the community 
in 78% of the schools surveyed. Eighteen out of 
thirty-seven questions showed strong significance in 
response to leadership standing. 
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5. What is the effect of leaders 
Table 8 - Effect of 
Do these music courses (in the 
toward graduation? 
hip on music programs? 
Leadership 
schools) receive credit 
Yes 
176(93%) No 5(3%) 
Percentage of student population enrolled 
offerings. in music course 
0-5% 6-10% 11-15% 
12(11%) 37(20%) 48(25%) 16-20% over 20% 30(16%) 39(21%) 
Is small class instruction provided during the school day 
for voice or musical instruments? 
Yes No Unsure 
132(70%) 49(26%) 1(1%) 
Percentage of student population participating in 
extra-curricular musical activities. 
0-5% 6-10% 11-15% 16-20% Over 20% 
63(33%) 32(17%) 19(10%) 14(7%) 17(9%) 
Findings show that 93% of the schools surveyed offer 
music courses with credit toward graduation. 70% report 
that small class instruction is provided during the school 
day for voice and musical instruments. 11 to 15% of the 
student body is reported as the average student population 
enrolled in music course offerings, while 0 to 5% tend to 
participate in extra-curricular musical experiences. 
Courses listed most often as academic music offerings 
include concert band, jazz ensemble, concert choir, 
marching band and music theory. The most widely reported 
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extra-curricular musical experiences are jazz ensemble, 
musicals, marching band, concert band and choir. Twelve 
musical performance opportunities were listed with parades, 
civic appearances, football halftime shows, festivals and 
community concerts at the top of the list. Twenty-five 
outside-of-school musical organizations were indicated as 
providing a community outlet to music students. These 
findings reflect that much musical activity is present. 
There is wide variance, however, in participation within 
academic and extra-curricular musical offerings. 
Differences in program quality are also reflected in depth 
of curriculum and availability of offerings. Strong 
programs appear to offer more in classroom music (music 
appreciation, history, theory and composition) performance 
(vocal and instrumental - wind, percussion and string - 
both classical and jazz) and special areas such as 
electronic music and conducting. Marginal programs more 
often offer only basics such as band (marching, concert and 
jazz), concert choir and music theory. It is interesting 
to note that jazz ensemble is the second highest reported 
academic course offering (113 schools), while general music 
is reported by only fifty-one schools. A general survey of 
these course offerings would indicate that musical 
performance has more emphasis in academic music offerings 
than classroom music courses. 
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6. What are the goals and purposes for music education? 
Table 9 - Goals and Purposes 
Goals: (select one) N % 
Educate the student in aesthetic judgment 83 ( 44%) 
Development of proficiency 48 (25%) 
Provide a service function 24 (13% ) 
Performance for the public 10 ( 5%) 
Other 3 (2%) 
Purposes: (check five responses) 
Appreciation of music 165 (87%) 
Insight into the expressive 139 (74%) 
Cultivation of aural and visual 132 (70%) 
Social group experience 128 (68%) 
Technical achievement 113 (60%) 
Assistance in learning to listen 
Reinforcement of the social, moral and 
74 (39%) 
ethical values of society 74 (39%) 
Good sportsmanship 18 (10%) 
A desire to win 13 (7%) 
The one goal most often selected - that of educating 
the student in aesthetic judgment - describes real value 
for music education. The five purposes selected also show 
quality of purpose for music education. 
I 
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7. To keep music functioning effectively in the public 
schools in the future, how should the focus of 
leadership be directed? 
Table 10 - Focus for Future 
Priority order 
- 1 2 3 4 
Formal training at the 
university 53(28%) 41(22%) 31(16%) 17(9%) 
School Committees and 
State Departments of 
Education 41(22%) 31(16%) 49(26%) 18(10%) 
Informal training through 
inservice 35(19%) 42(22%) 32(17%) 30(16%) 
Local, state and national 
legislatures 15(8%) 25(13%) 24(13%) 72(38%) 
Although there is some depth to the first three areas 
of response, this study indicates a definite need for 
increased leadership training for both administrators and 
music educators in the formal preparatory programs at the 
college level. 
Interview Response 
Using the criteria established by Hersey and Blanchard 
(1982) for their leadership models, this interviewer 
adapted responses from each of the administrators to 
coincide with the four basic styles of the Leader 
Effectiveness Model. The framework of this model was used 
in concept rather than the precise model. Therefore, 
results may differ from those had the model been used in 
its entirety. Five conditions were considered for the 
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measurement of task and five for relationship. The 
impression of a majority of these conditions in either 
classification was considered high and, conversely, t he 
impression that few or none of these conditions were 
present in the responses of interviewees in either 
classification was rated as being low. The conditions for 
relationship behavior were giving support, communicating, 
facilitating interactions, active listening and providing 
feedback. Conditions used for task behavior were goal 
setting, organizing, setting time lines, directing and 
controlling. The responses of both parties 
administrators and music educators - were considered, using 
these conditions for the impressionistic outcome of 
classifying the behavior of each individual. This 
procedure was carried out for all of the interviews 
represented by the classifications in Tables 11 and 12. 
Table 11 depicts the style of leadership relative to this 
model 
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Table 11 
Leader Effectiveness Model - Administrator 
I 
Country Club High Relationship I High Task Team 
(Support) Low Task I High Relationship (Structure & 
I Support) 
_I_ 
I 
Impoverished Low Relationship I High Task 
(Delegatory) Low Task I Low Relationship 
I 
Task 
(Structure) 
School 
No. 
Strong Program 
Administrator 
Marginal Program 
Administrator 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
High Task High 
High Task High 
High Task High 
High Task High 
High Task High 
Relationship 
Relationship 
Relationship 
Relationship 
Relationship 
Low Task High Relationship 
Low Task High Relationship 
High Task Low Relationship 
Low Task Low Relationship 
High Task Low Relationship 
Music educators are considered subordinate to the 
administrator in the process of leadership. Therefore, 
music educators were classified within the Model of 
Followers and Expectations in like respect as the 
administrator side to carry through the interactive process 
of leader effectiveness. Table 12 shows this 
classification as drawn from their responses. 
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Table 12 
Followers Style and Expectations - Teacher 
Country Club 
(Support) 
Passive 
(Impoverished) 
High Concern 
Low Output 
Low Concern 
Low Output 
I 
I High Output 
I High Concern 
I 
I High Output 
I Low Concern 
I 
Team 
(Structure & 
Support) 
Task 
(Structure) 
School 
No. Strong Program Teacher 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
High Output 
High Output 
High Output 
High Output 
High Output 
High Concern 
High Concern 
High Concern 
High Concern 
High Concern 
Marginal Program Teacher 
Low Output 
Low Output 
Low Output 
High Output 
Low Output 
High Concern 
High Concern 
High Concern 
Low Concern 
High Concern 
A very interesting phenomenon occurred during the 
interview process. All administrators and music educators 
interviewed from the group classified as strong schools met 
the conditions for high behavior in both areas. This was 
observed both in the responses from the interviewee and 
from the other respondent in the same school. Direct 
quotes from the responses, as listed in Tables 14 through 
19, support these classifications as being high in behavior 
in the strong schools. 
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As shown in Tables 11 and 12, schools classified as 
marginal had a much different response and, therefore, 
different classifications. Not one individual classified 
in this group appeared to have high behavior in both areas. 
In description of the responses gained through the 
interview process, the findings are reported out through 
the seven questions of the interview guide. 
1. What do administrators/music educators do to provide 
leadership for/in music education? (Is leadership 
present between respondents? What type?) 
Each respondent in the interview was classified by 
their type of leadership. These categories were as follows: 
1. Proactive - develops and leads in policy, goals, 
objectives, curriculum, scheduling, and assists in 
the process of music education through all levels 
of leadership. 
2. Reactive - expects any action and accomplishment 
in music education to come elsewhere and 
criticizes any effort that is undertaken. 
3. Passive - takes no part in the process of music 
education. Assumes a position of no value for or 
interest in music education. 
Each interviewee was probed and evaluated subjectively for 
a best fit into one of these types. There may have been 
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some possibility of bias in the attitude of the interviewer 
as this study was not as controlled as it might have been 
with considerably more time available. 
Table 13 
Strong Program 
School No._Administrator _Music Educator 
Is Leadership Is Leadership 
Present Type Present Type 
1 Yes Proactive Yes Proactive 
2 Yes Proactive Yes Proactive 
3 Yes Proactive Yes Proactive 
4 Yes Proactive Yes Proactive 
5 Yes Proactive Yes Proactive 
Marginal Program 
School No. Administrator Music Educator 
Is Leadership Is Leadership 
Present Type Present Type 
6 No Reactive No Proactive 
7 Yes Reactive No Passive 
8 Yes Proactive No Passive 
9 No Reactive No Proactive 
10 No Proactive No Passive 
Once again, as in Tables 11 and 12, respondents from 
schools classified as strong showed an amazing consistency 
for strong leadership, while those in the marginal group 
were split into all three types. 
Based on these findings, 
leadership is decidedly different 
strong music programs and those 
It would appear that leadership 
it can be said that 
in schools demonstrating 
having marginal programs, 
has a direct effect upon 
the quality of the music program 
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2. What do music educators/administrators do to 
this process? (Actions of Leadership) The 
responses were given by respondents du 
interview process. 
assist in 
following 
ring the 
Table 14 
(Responses given) Strong Program 
-^dministrator Music Educator 
Support 
Public Relations 
Communication 
Scheduling 
Attendance at Performance 
Problem Solving 
Fund Raising 
Visibility 
Encouragement 
Understanding 
Shows Interest 
Delegates Responsibility 
Provides Opportunities 
Has Flexibility 
Is Advocate 
Good Listener 
Weights Holistically 
Hires Good Leaders 
Modeling 
Public Relations 
Communication 
Providing Image 
Positive Approach 
Example 
Participation 
Time 
Providing Opportunities 
Providing Resources 
Visibility 
Responsibility 
Attention and Support 
Rapport 
Seeks New Approaches 
Action Person 
Builds Relationships 
Understanding 
Incentive 
Marginal Program 
Administrator Music Educator 
Motivation 
Scheduling 
Creates Interest 
Dialogue 
Sets Guidelines 
Sensitivity 
Delegates Duty 
Tells Teachers What To Do 
Professional Improvement 
Evaluation 
Supervision 
Responsiveness 
Hard Work 
Structure 
Direction 
Keeps Principal Posted 
Prods Principal 
Is Creative 
Enthusiastic 
Strives for Best with 
the Least 
Carries out the Wishes 
of the Principal 
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What understandings are present between you and the 
administrator/music educator that have direct bearing 
on the status of your present program? 
Table 15 
Strong 
Administrator 
Program is valued. 
Music educators are sincere 
and trustworthy. 
Academic emphasis. 
There is support for music 
education. 
All disciplines are valued 
equally in the curriculum. 
Quality is important and 
the expectation for quality 
is there. 
People are important and 
this relationship is 
fostered. 
Program credibility and value 
Positive communication is 
essential. 
Necessity of having a well 
balanced program. 
Worth of the arts to young 
people. 
Trust and value each other's 
input into the program. 
Program 
Music Educator 
Educational value of program. 
Administrator recognizes 
excellence cannot be 
achieved unless all 
areas of the curriculum 
are excellent. 
Agreement on the standards 
for music program. 
Understanding of the 
strengths and weaknesses 
of the program. 
Equal understanding of 
strengths and weaknesses 
of personnel. 
Understand the benefits of 
the arts. 
Knowledge of leadership 
skills necessary to do the 
job well. 
Understand the desires and 
limitations of the community. 
Strong working rapport. 
Administrator 
Marginal Program 
Music Educator 
Relationship between people 
is good. 
Music is needed in their 
studies. 
I understand what the music 
educator would like but it 
may not be possible here. 
Appreciation for music. I 
try to support whenever I 
can. 
Very few understandings 
Public support for music 
We understand each other 
but agree on little. 
There is open communica¬ 
tion. 
Value for offering music 
in curriculum. 
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Understandings appear to 
with strong programs than in 
marginal. 
be far greater in schools 
those which are considered 
What, if any, misunderstandings are present between 
you and the administrator/music educator? 
(Key statements of 
Administrat 
Table 16 
respondents) 
Strong Program 
or Music Educator 
1 None 
2 None 
3 None 
4 Holistic concerns may not 
exist in zeal to support 
a single activity. 
5 None 
Motives 
Program costs 
None 
Need for additional 
facilities. 
Administrator does 
not always under¬ 
stand the quality 
concept in music 
education. 
Marginal Program 
Administrator Music Educator 
6 None 
7 None 
8 Lack of extra-curricular 
effort from teachers. (They 
are always looking to be 
paid for every little 
thing.) 
9 None 
10 Why things are done the way 
music educators do them. 
Where principal is coming 
from in sports/music conflict. 
None 
Administrators do not 
have an understanding of 
the arts. 
Scheduling priorities. 
Why music is is not con¬ 
sidered academic. 
None 
None 
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Not many misunderstandings appear to be present in 
programs of either classification, or at least not many 
were stated during the interviews. it is understandable 
that respondents would be cautious in this area. 
How do you perceive the status of your present program? 
Table 17 
Strong Program 
Administrator Music Educator 
Questionable 
Strong in perform- 
mance; weak in 
classroom. 
Good 
Good (static) 
Excellent begin¬ 
ning; gaining 
recognition. 
Marginal Program 
Administrator Music Educator 
1 Excellent 
2 Excellent 
3 Excellent 
4 Quality could be more 
in depth. 
5 Excellent 
6 Very basic; music has 
low priority. 
7 On its way again. 
8 Rebuilding. 
9 Excellent but limited. 
10 Growing 
Almost non-existent- 
decreasing . 
Instrumental-strong; 
vocal-weak; 
classroom-none. 
Young but growing. 
Recouping. 
Poor, but growing. 
Respondents appear to be very candid on this question 
and have a clear understanding of the strength of their 
programs. It is interesting to note that administrators 
from strong programs are more positive about their programs 
than are the music educators. 
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What steps, regarding leadership, could be taken to 
improve the present program? (Change Strategy) 
Table 18 
Strong Program 
School No. Administrator Music Educator 
1 
2 
3 
4 
5 
Train music educators to 
be more effective leaders. 
Increase understanding; 
make more faculty time 
available. 
Establish full academic 
curriculum; hire more 
qualified staff. 
Increase program coordin¬ 
ation; increase time for 
problem solving. 
Broaden offerings to 
more students; communi¬ 
cate program value. 
Educate; improve 
accountability; take 
action. 
Increase awareness; 
gain respect by 
example. 
Establish regional 
coordination; reorg¬ 
anize program. 
Provide alterna¬ 
tives; increase 
program flexibility. 
Enrich program; more 
involvement and com¬ 
munication. 
School No. 
Marginal Program 
Administrator Music Educator 
6 
7 
8 
9 
10 
Nothing, it's at the 
central office where 
steps can be taken. 
Create new interest; 
improve scheduling; see 
what can be done. 
Increase support and 
interest. 
Create new interest; 
improve scheduling. 
Reinstatement of 
programs that have 
been dropped due to 
lack of interest of 
music educator. 
Needs coordination. 
Initiate a music edu¬ 
cation program. 
Organize an effort to 
add activities. 
Restablish priorities; 
make time available. 
New programs have been 
presented but need 
interest and help from 
administrat ion. 
Respondents from strong programs seem to have a 
stronger and more clear cut change strategy for program 
improvement. This is no doubt the reason for their 
programs being stronger in the first place. 
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How important is leadership to effective music 
education in the schools? 
Table 19 
Strong Program 
School No. _Administrator Music Educator 
1 Must have leadership Vital 
from both sides. 
2 Key (provides force 
and focus). 
3 Key 
4 Top priority 
5 Key 
Absolute necessity. 
Vital 
Crucial and para¬ 
mount . 
(Provides focus 
and stability. 
Key to basis 
and stability. 
Marginal Program 
School No. Administrator_ Music Educator 
6 
7 
8 
9 
10 
Very (out of sight; out 
of mind.) 
Vital 
Number 1 
Very 
Crucial 
Key 
Crux 
Fairly important 
Crucial 
Quite 
The responses to questions asked during the interviews 
of administrators and music educators listed in Tables 14 
through 19 provide a clear picture of the differences in 
actions and attitudes of leadership. Responses from those 
interviewed in strong programs support a proactive type of 
leadership which is both high task and high relationship in 
behavior. Responses from those interviewed in marginal 
programs are much less strong and consistent in approach. 
Some responses even suggest a lack in the presence of 
leadership. 
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All respondents do, however, agree on the importance 
and need for effective leadership in music education. This 
is demonstrated by the responses of all respondents, 
regardless of program classification, as seen on Table 19. 
CHAPTER V 
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
Summary 
This study focused on the effect of leadership, 
through the reciprocity of relationship between public 
school administrators and music educators. Data was 
collected to look specifically at the perceptions of 
leadership activity between these parties and the effect of 
this relationship on program quality within the schools. 
Findings show that there is a significant difference in the 
perceptions and actions of leadership. The greatest 
difference appears between administrators and music 
educators in how they perceive the music program and the 
role of each other in leadership toward the program. There 
is also a marked difference within each group relative to 
value, understanding and the manner in which leadership 
impacts music education. In summary, the perceptions and 
actions of leadership are found to be decidedly different 
in schools with strong music programs from schools which 
are considered marginal in program effect. 
Realizing that many schools are without formal 
leadership in music education, the study focused on the 
informal nuance of leadership emanating between the 
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educator and administrator, 
used to define the effect 
attitude versus behavior, 
objectives of the study by 
questions: 
1. What is your perception of leadership in general? 
The attributes of leadership are as follows: 
Understanding the role and importance of music in 
education. 
Viewing music education as a part of the total 
curriculum. 
Concern for the needs of the whole student. 
Providing equal scheduling opportunities for music 
within the curriculum. 
Maintaining open communication between faculty and 
administration. 
Providing encouragement to students and staff for 
music education. 
A number of variables were 
of leadership by assessing 
The following summarizes the 
answering the seven original 
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Making musical experience available to every 
student. 
Providing fiscal equity in the budget for music 
programming. 
Personal support of musical activities. 
Understanding each other's role in leadership. 
2. What is your perception of leadership in the other 
group? 
A. Administrators of Music Educators; 
Administrators, regardless of the quality of their 
music program, strongly affirm that their music 
educators, in general, display leadership skills, 
provide leadership to facilitate music education 
offerings and assist them in the process of 
education. Administrators were sharply divided, 
however, as to where they believed the initiative 
for development and continuance of music education 
programming should commence. 
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B* Music Educators of Administrators: 
Music educators, regardless of program quality, 
strongly agree that their administrators support 
music in the curriculum and support their efforts 
in music education. 
Music Educators also believe their administrators 
see leadership for music education as coming from 
the music department. Music educators were not as 
strong in stating that their administrators value 
and understand the role of music in education. 
C. Mutual Conceptions of Leadership; 
Administrators and music educators were very 
positive in their agreement that awareness of the 
role and importance of music in education was a 
component of administrative leadership. Also, 
that skilled leadership from both the 
administrator and music educator is necessary for 
successful development and maintenance of music 
education. Both administrators and music 
educators support the concept that music's place 
in the curriculum is more a result of music 
educator leadership than administrative leadership. 
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There is sharp disagreement between these groups, 
however, over whether administrators in general 
are aware of the role and importance of music in 
education. Administrators are strong in their 
belief that they are aware, and music educators 
are just as strong in their disagreement with this 
position. 
Affirmation is high in both groups with regard to the 
following: 
Leaders in music education appear to understand 
music education as a part of the total curriculum. 
Music teachers, as perceived by both groups 
regardless of program quality, are innovative in 
their teaching. 
Similarly, music teachers display concern for 
other areas in education. 
Music teachers actively participate in 
professional music education conferences. 
The music curriculum addresses a broad range of 
student need and interest. 
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Curriculum development is an ongoing process in 
music education. 
Opinions differ in the following areas: 
The principal generates funding for support of 
music curricula: Administrators - yes; Music 
Educators - no. 
The principal provides special opportunities 
within the schedule which permit positive music 
opportunities: Administrators - yes; Music 
Educators - divided yes and no, with a tendency 
for more to be coming from marginal programs. 
Administrators are often in attendance at 
concerts. Administrators - strongly yes; Music 
Educators felt that most administrators do 
occasionally attend concerts. 
Music facilities are adequate for the school's 
program. Administrators - strongly yes; Music 
Educators - divided between yes and no. This was 
independent of how the music program was perceived. 
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The music teacher is a leader in faculty 
discussions. Administrators - no; Music Educators 
divided yes and no. There was no difference in 
the response between strong and marginal programs. 
3. How does each acquire the leadership skill? 
Music educators and administrators alike agree that 
training is necessary for skilled and informed 
leadership in music education. They also agree that 
more administrators have developed an awareness of the 
value and importance of music education through 
personal experience in music, rather than through 
administrative training. However, there was very 
strong agreement that administrators should become 
sensitive to the role and importance of music in 
education as part of their administrative 
preparation. And, further, music educators should be 
provided with administrative leadership training 
during teacher preparation. 
Surprisingly, only fifteen percent of the 
administrators and twenty-three percent of the music 
educators reported having had an opportunity to 
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receive leadership training relative to music, which 
may be due to people not recognizing this training or 
the program not formalized enough to report. Nearly 
all of those taking the training agreed that it is of 
value to their work. 
Less than one-half of the administrators polled said 
they felt sufficiently knowledgeable to provide 
support and leadership in all areas of the 
curriculum. Approximately the same number of music 
educators felt they possess the necessary leadership 
for music education of the future. Only thirty-five 
percent of the music educators responding said it was 
possible to exercise this leadership within their 
present school system, even if they had the ability. 
Some informal training and experience were listed as 
providing a measure of leadership by both developing 
the skills and exercising the leadership. The listing 
mentioned most often was experience. 
What is your belief toward the standing of music in 
the curriculum? 
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Everyone said they considered music as basic in the 
school's curriculum and music is found to be taught as 
an academic subject. Respondents also agree that 
music is of prime importance in the curriculum to the 
music educator. However, there is difference between 
administrators and music educators over whether 
administrators view music as one of the basics in 
education and also whether administrators consider 
aesthetic education necessary in education. 
Regarding the statement that administrators view music 
as basic in education, thirty-six administrators said 
yes in agreement, while forty-six disagreed. On the 
same question, only thirteen music educators agreed, 
while seventy-five registered their disagreement. 
Regarding the statement that aesthetic education is 
considered necessary in education by the 
administrator, sixty-eight of eighty-three 
administrators agreed. Music educators, however, did 
not confirm this statement by forty-seven to 
thirty-six. 
5. What is the effect of leadership on music programs? 
The understandings listed under question No. 1 
(leadership skills) are found to enable music 
138 
educators to provide quality music education 
programs. Administrators and music educators agree 
that both positive and negative changes within the 
school system occur from administrative leadership. 
The respondents are in agreement that music commands 
sufficient financial support from the school district 
for the total operation of the program, but a wide 
variance is noted in per pupil expenditure.. Per 
pupil appropriations for music were reported from $5 
to $2,000 for students taking music courses. The 
appropriation listed most often ranged between $26 and 
$50 per pupil. 
Monies raised outside of public funds for musical 
activities ranged between $1 to $40,000 during the 
past school year. $5,000 to $10,000 was indicated by 
the most respondents as the amount raised. 
The percentage of student population enrolled in music 
courses was indicated between 0 and 20%. 11 to 15% 
was listed most often as the student population 
enrolled in music course offerings. 0 to 5% of 
student population was the range most often indicated 
for participation in extracurricular musical 
activities. 
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93% of the 
graduation 
70% of 
instruction 
instruments 
respondents indicated their schools gave 
credit for academic music courses offered, 
those responding provide small class 
during the school day for voice or musical 
An element of leadership appears to 
instruction being offered for music 
the curriculum. 
be small group 
students within 
Twenty-one courses were listed as being academic music 
offerings. Those listed most often were concert band, 
jazz ensemble, concert choir, marching band and music 
theory. Of seventeen offerings listed under extra 
curricular musical experiences, those reported most 
often were jazz ensemble, musicals, marching band, 
concert band and concert choir. 
A majority of respondents report that their music 
performance groups participate regularly in outside 
festivals. Twelve musical performance opportunities 
were listed with parades, civic appearances, football 
halftime shows, festivals and community concerts at 
the top of the listing. 
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Ninety-three schools indicated outside-of-school 
musical organizations that provide an outlet in the 
community for music students. Twenty-five different 
types of groups were mentioned with church choirs and 
community bands and orchestras being the most common. 
Both groups, administrators and music educators, 
agree that music students are regularly recognized for 
their achievements, parents are proud of their 
children's musical acocmplishments, the school music 
program is interactive with the community, and the 
community supports the school's music program. 
These dimensions of program depth are a reflection of 
the attitudes of leadership. 
6. What are the goals and purposes for music education? 
A. Goal 
The goal that received by far the largest response 
was: 
141 
1. Educate the student in aesthetic judgment, 
critical understanding and appreciation of 
music. 
Others included are listed in order of importance: 
2. Development of proficiency in performance 
skills. 
3. Provide a service function to the school and 
community. 
4. Performance for the public. 
B. Purposes 
The five purposes considered most often to 
correspond to today's music education programs are 
listed in priority order: 
1. Appreciation of music. 
2. Insight into the expressive content of music. 
3. Cultivation of aural and visual senses. 
4. Social group experience. 
5. Technical achievement. 
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To keep music education a vital part of the public 
school's curriculum in the future, where does 
leadership effort need to be directed? 
The following responses are listed in rank order as 
perceived by the respondents: 
a. Formal training at the university. 
b. School committees' need to provide affirmative 
policy and support and state departments of 
education need for research and assistance. 
c. Informal training through inservice and 
professional development. 
Conclusions 
Differences 
Significant differences were seen between school 
administrators and music educators in understanding, value 
and perception of music in education. The role, each of 
the other, was seen differently between school 
administrators and music educators. These differences were 
seen also between music educators and administrators within 
their own groups. 
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Significant differences were also found in perceptions, 
values and understanding between administrators and music 
educators from schools with strong music programs and those 
considered marginal in scope. in addition, actions and 
attitudes of leadership were shown to have different 
effects on program quality in schools with strong music 
programs from those classified as marginal. 
Major differences between administrators and music 
educators include the following: 
Administrators believe they are aware of the role 
and importance of music in education • Music 
educators disagree with the position of the 
administrators. 
2. Administrators believe they view music as one of 
the basics in education. Music educators disagree. 
3. Administrators believe their primary goal for 
music education is service to the school and 
community. Music educators disagree. 
4. Music educators believe more negative changes take 
place within the curriculum from administrative 
leadership. Administrators believe more positive 
changes occur from their leadership. 
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5. On the question of whether administrators generate 
funding and provide differentiated scheduling for 
music courses, administrators agree; music 
educators disagree. There is also great variation 
on agreement and disagreement between 
administrators and music educators on a number of 
questions. 
Program Standing 
Administrators and music educators in general feel that 
music is considered to be basic, is taught as an academic 
subject and is given credit toward graduation in the 
majority of schools. There is question, however, as to 
whether school administrators, in general, view music as 
basic in education - or whether they consider aesthetic 
education necessary within education. By and large, 
administrators, as well as their music educators, do appear 
to support music in the curriculum. It is probable, 
however, that support from the community for the music 
program is stronger than is evidenced from the 
administrator. It was reported that parents show much 
pride in their children's musical accomplishments, and 
communities are shown to strongly support their music 
programs. 
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Program Quality 
Differences in program quality are reflected in the 
percentage of students enrolled in academic and 
extracurricular courses, quality and number of curriculum 
offerings. In both academic and extracurricular courses, 
strong schools had the greatest number of responses in the 
over 20% category, and marginal schools showed their 
greatest response in the 0-5% category. 
Strong music programs appear to reflect indepth curricula 
in classroom music (Music Appreciation, History, Theory and 
Composition), performance (vocal and instrumental - wind, 
percussion and string - both classical and jazz) and 
special areas, such as electronic music and conducting. 
Marginal programs tend to have basic offerings of music 
theory, jazz ensembles, marching band, concert band and 
concert choir. 
Strong music programs also seem to have more effective 
leadership from both administrators and music educators. 
It is also probable that strong music programs reflect a 
community that is strong in support for the arts (music). 
It appears that each of these factors are influenced and, 
to some degree, interdependent on the others. 
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Leadership 
Schools showing strength in their music programs also tend 
to have administrators and music educators with both high 
task and high relationship characteristics in leadership 
with a proactive type of leadership style. 
Yet, few music educators or administrators seem to have had 
the advantage of formal leadership training which is 
sensitive to music education. Some have acquired 
leadership skills from other sources with experience being 
mentioned as the most probable source. 
Most administrators and music educators do, however, agree 
that training is necessary for skilled and informed 
leadership, which, in turn, is necessary for success in 
music education. They also indicate strongly that music 
educators and administrators should be provided the 
opportunity for this training. 
As evidenced 
administrators 
understanding 
by the findings 
and music educators 
or t rai ning to 
of this study, many 
do not have sufficient 
provide support or 
leadership. However, a point of greater concern is that 
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only a minority of either group is able to exercise 
leadership relative to music education within their present 
school system. 
In summary, the data suggests that leadership skills enable 
administrators and music educators to provide quality music 
education programs. Every music educator and administrator 
interviewed felt that leadership is paramount to effective 
music education. And, further, as shown in the data (see 
p.p. 100 and 101), the effect of music education is greater 
where leadership shows high task and relationship which 
transverses between the administrator and music educator. 
In consideration of this finding, which may be the most 
important finding from this study, leadership through 
action and relationship can provide quality in teaching and 
learning, and, therefore, provide quality in music 
education. This concept provides a basis for what might be 
called an emerging strategy of leadership for music 
education. It also presents the possibility of being 
generalized across program boundaries. 
Future Focus 
Fifty-three percent of all respondents recommended that 
focus for the future in music leadership should be directed 
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to the formal training at the university. It was also 
suggested that this be followed up with efforts to inform 
and encourage school committees and increase political 
activity relative to state departments of education. 
Recommendations 
With respect to the findings and conclusions of this study, 
the following actions are recommended for further research. 
1. Refinement of the leadership skills as defined in 
the study. 
2. Verification of the cause and effect between 
leadership and program quality. 
3. Exploration of the presence and depth of 
leadership training, applicable to music 
education. in the preparatory programs and 
graduate studies for administrators and music 
educators. 
4. Study of community attitudes toward music 
education and their effect upon leadership in and 
for music education. 
149 
5. Study of the relationship between community 
background, values and interests and music 
education programming within their schools. 
6. Description of the effects of the motivations and 
actions of school administrators on music 
education programs. 
7. Research to determine if other teachers in the 
same schools used in this study perceive these 
conclusions to be the same as the music educators. 
It is suggested that administrators consider the following 
recommendations: 
1. Address concerns of value and understanding of 
music (arts) in education within the profession. 
2. Develop ways and means of improving value, 
understanding and leadership in music education. 
3. Consider the integration of leadership studies for 
specialized areas in education, such as music, 
into graduate inservice and formal education for 
administration. 
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In conclusion, music educators and leadership need to 
illuminate these final concerns: 
1. Leadership concerns and studies need further 
emphasis and, in most colleges, need introduction 
into the teacher education preparatory program. 
2. Explore the means of alerting administrators to 
the need for increased communication and awareness 
of aesthetic value and educational opportunity in 
music education. 
3. Realization of the benefits of taking a more 
active leadership role through understanding the 
role of the administrator and position of music 
within holistic education. 
Specific Actions for Future Consideration: 
1. Leadership actions of school music educators 
a. Developing appropriate goals and objectives 
for music education that coordinate 
effectively with the organizational goals of 
the school. 
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b. Developing an open rapport and ability to 
communicate with the school administration. 
c. Learning the role and responsibilities of the 
administrator and providing assistance in the 
process of education. 
d. Keeping musical requirements and opportunities 
in balance with all other areas of the 
curriculum. 
e. Maintaining open dialogue and communication 
with all faculty and staff. 
f. Support to all areas of the curriculum to 
insure a balanced educational experience for 
all students. 
g. Effort in creating and maintaining cross 
discipline experiences for students. 
h. Showing concern for the individual and special 
needs of students. 
« 
i. Providing fiscal responsibility in budget and 
finance. 
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j. Participation within the school and community 
so as to benefit and enrich both through the 
efforts of music education. 
2. Leadership actions of school administrators 
a. Showing interest and concern for musical 
experience to students at large. 
b. Supporting individual students in musical 
endeavors. 
c. Giving students opportunity for studies in 
music equal to every other area of the 
curriculum. 
d. Lending support and assistance in providing 
reasonable facilities equal to the quality of 
the music program. 
e. Providing financial resources commensurate 
with needs and availability in equality to 
other curriculum areas. 
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f. Showing interest and concern for the program 
by personal visibility, intermittently, in 
music classrooms and at performances of 
musical groups. 
g. Display of personal understanding of the 
unique requirements of facility, equipment and 
teaching methods in music education. 
h. Making certain that music students are not 
exploited or placed in an unfair position 
relative to service requirements of the school 
and community. 
i. Providing an environment for musical 
performance that is an extension of real 
educational opportunity. 
j. Making enrichment opportunity in music 
available to every child through flexible 
scheduling, guidance and support of musical 
experience in education. 
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3. Curricular implications for future study 
a. Leadership training for school administrators 
that will instill the following: 
1. Appreciation for and understanding of 
aesthetic and arts education and the 
benefits derived for students. 
2. Understanding of the unique requirements 
needed for instruction in music education. 
3. Value for the worth of teaching music for 
music's sake. 
4. Understanding and genuine concern for the 
goals and purposes for music in education. 
5. Opportunity for the enjoyment and pleasure 
of personal experience in music. 
b. Leadership training for music educators that 
will insure the following: 
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1. Understanding of music within a holistic 
curriculum that will educate the whole 
child. 
2. Appreciation for and understanding of the 
administrative and leadership process of 
the school and specifically the role of 
the principal. 
3. Organizational and management skills 
within music education. 
4. Human and public relations skills 
appropriate to areas of impact within 
music education. 
5. Understanding of both the formal and 
informal structure of the educational 
organization and ways and means of 
negotiating successfully within the 
specific level of practice. 
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APPENDIX A 
LEADERSHIP SURVEY 
If your present position is not currently in administration or music education, 
please check the box to the right and return this survey in the return 
self-addressed stamped envelope. A return is necessary to account for each O 
questionnaire mailed. 
This survey is not to be considered a test and all replies will be treated 
anonymously. It will be helpful if you will respond in complete candor, assured 
that your responses will be strictly confidential. Please respond to all questions 
with your first impressions. Thank you for your assistance and cooperation. 
PART I - BACKGROUND INFORMATION 
Please provide the background information requested below. This information will 
give the investigator a general perspective about you, your particular position, 
and your perception of the general educational environment in which you work. 
Circle the number of the appropriate response. 
1. Sex: 
Male 1 
Female 2 
2. Marital Status: 
Single 1 
Married 2 
Divorced 3 
Widowed 4 
3. Your Age: 
Under 30 
31-35 
36-40 
41-45 
46-50 
51-55 
Over 55 
1 
2 
3 
4 
5 
6 
7 
4. Highest Degree Earned: 
Bachelor's 1 
Master's 2 
C.A.G.S. 3 
Doctorate 4 
5. Circle the title closest to 
Principal 
Vice Principal 
Curriculum Cordinator 
Music Director 
Fine Arts Director 
Music Dept. Chairman 
Teacher 
Other 
your position: 
1 
2 
3 
4 
5 
6 
7 
8 
What? 
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How many years of full-time employment in education have you completed 
including the current one? 
0-5 1 
6-10 2 
11-15 3 
16-20 4 
Over 21 5 
If you are in a full-time administrative position, please indicate the number 
of years in this type of position: 
0-5 1 
6-10 2 
11-15 3 
16-20 4 
Over 21 5 
a. If you are now in teaching, please list the grade level(s) you currently 
teach: _ 
b. If you teach at the secondary level, list courses taught: 
What is the pupil enrollment of the high school in which you work? 
0-200 1 
200-400 2 
400-600 3 
600-800 4 
800-1000 5 
1000-1200 6 
1200-1400 7 
1400-1600 8 
Over 1600 9 
Please indicate the 
Music Director 
Fine Arts Dir. 
Multi Arts Dir. 
Music Chair-Sec 
Music Chair-Elem 
None 
Other 
supervisory position(s) 
1 
2 
3 
4 
5 
6 
7 What? _ 
in your school system: 
Does the community in which you work have a music or arts organization 
supporting music in the schools? 
Yes 1 
No 2 
Unsure 3 
Please indicate your perceptions of items a, b, c and d by circling the 
appropriate number using the following scale: 1 - Progressive, 
2 - Middle of the road, 3 - Conservative, 4 - Other 
a. The community in which I am employed can be described as: 
b The school system in which I am employed can be described as: 1 l 3 J 
c. The teaching staff in my school can be described as: {534 
d. My educational philosophy can be described as: 
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TO SCHOOL ADMINISTRATORS: (If not an administrator, skip to question # 19.) 
13. In my training for administration, I had the opportunity to receive 
preparation in the role and importance of music in education- 
Yes 1 
No 2 
Unsure 3 
14. If yes, this training was given in what department: 
Education 1 
Music 2 
Other 3 
15. 
16. 
17. 
I participated in this training: 
Yes 1 
No 2 
The person giving the training had obvious prior musical experience: 
Yes 1 
No 2 
Unsure 3 
I believe this training is of value to my work in administration: 
Yes 1 
No 2 
Unsure 3 
18. Why? 
TO MUSIC ADMINISTRATORS AND TEACHERS: (If a school administrator, skip to question 
* 25.) 
19. In my preparation for teaching and music administration, I had the opportunity 
to receive leadership training: 
Yes 1 
No 2 
Unsure 3 
20. If yes, this training was given in what department?. 
Education 1 
Music 2 
Other 3 
21. I took the leadership training: 
Yes 1 
No 2 
22. Was the individuaKs) giving the training a specialist in leadership? 
Yes 1 
No 2 
Unsure 3 
23. I believe this training is of value to me in my work: 
Yes 1 
No 2 
Unsure 3 
24. Why? 
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PART II 
nn Ihtifollowi"g two questions, add your own response(s) and rate all the responses 
on their importance using the following scale: responses 
1 - Moderately Important 
2 - Important 
3 - Very Important 
25. Music educator leadership is: 
Understanding the role of the principal. 1 
Viewing music education as a part of the total curriculum. 2 
Maintaining open communication with principal & faculty. 3 
Concern for the needs of the whole student. 4 
Making musical experience available to every student. 5 
Interpreting the benefits of musical experience into life 
experiences. 6 
7 
_ 8 
_ 9 
10 
26. Administrative leadership toward music education is: 
Understanding the role and importance of music in education. _ 1 
Support by attendance at concerts and other performances. 2 
Providing equal scheduling opportunities. 3 
Fiscal equity in the budget.   4 
Understanding the unique setting and teaching environment in 
music classes.   5 
Assuring that the major function of the music program is for 
aesthetic music education.   6 
Providing an open learning environment for music education. _ 7 
Providing encouragement to students and staff for music 
education.   8 
Encouraging students to take music offerings.   9 
10 
'll 
‘12 
Items a through x are statements about which you are to indicate the extent to 
which you agree or disagree. Reading from left to right there are five responses. 
Circle the one which corresponds most with your feeling of the statement. 
Strongly Agree (SA); Agree (a); Disagree (D); Strongly Disagree (SD) Neutral (N) 
27. a. 
b. 
Administrators in general are aware of the role 
and importance of music in education. 
SA A D SD N 
Awareness of the role and importance of music in 
education is a component of administrative leadership. SA A D SD N 
c. Skilled leadership on the part of school administra¬ 
tors is necessary for the successful development and 
maintenance of music education. 
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d. Skilled leadership from music educators is necessary 
for the successful development and maintenance of 
music education. SA A D SD N 
e. Leaders in music education are those who display 
leadership qualities which allow them to understand 
music education as a part of the total curriculum. SA A D SD N 
f. Leadership skills enable music educators to provide 
quality music education programs. SA A D SD N 
g. Leadership training is necessary for skilled and 
informed leadership in music education. SA A D SD N 
h. Administrators develop an awareness of the value 
and importance of music education through adminis¬ 
trative training. SA A D SD N 
i. Administrators develop an awareness of the value 
and importance of music education through personal 
experience in music. SA A D SD N 
j. Administrators view music as one of the basics in 
education. SA A D SD N 
k. Administrators place higher priority on music than 
on reading, writing and arithmetic. SA A D SD N 
1. Administration's primary goal for music education 
is service to the school and community. SA A D SD N 
m. Aesthetic education is considered necessary in 
education by the administrator. SA A D SD N 
n. Music has a place in the curriculum as a result 
of administrative leadership versus leadership in 
music education. SA A D SD N 
o. Positve changes within your school curriculum 
occur from administrative leadership. SA A D SD N 
p. Negative changes within your school curriculum 
occur from administrative leadership. SA A D SD N 
TO SCHOOL ADMINISTRATORS: (If not administrator, skip to question # u.) 
q. My music educator(s) displays leadership skills. SA A D SD N 
r. My music educator!s) provides leadership to 
facilitate music education offerings. SA A D SD N 
s. My music educator(s) assists the principal in the 
process of education. 
SA A D SD N 
t. My music educator(s) believes the initiative for 
development and continuance of music education 
programming should commence with the principal. SA A D SD N 
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TO MUSIC ADMINISTRATORS & TEACHERS: (If a school administrator, skip to question # 
zo. ) 
u. My principal values and understands the role of 
music in education. SA A D SD N 
V. My principal believes that leadership for music 
education should come from the music department. SA A D SD N 
w. My principal supports the music educator. SA A D SD N 
X. My principal supports music in the curriculum. SA A D SD N 
Using the same scale as the previous question, indicate the 
you agree or disagree with the following statements. 
extent to which 
a. The principal generates funding for the support of 
music curricula. SA A D SD N 
b. The principal provides differentiated scheduling 
for music offerings. SA A D SD N 
c. Administrators are often in attendance at concerts. SA A D SD N 
d. Music teachers are innovative in their teaching. SA A D SD N 
e. The school music program is interactive with the 
community. SA A D SD N 
f. The music teacher is a leader in faculty discussions. SA A D SD N 
g. Music is of prime importance in the curriculum to 
the music educator. SA A D SD N 
h. Music is basic in the school's curriculum. SA A D SD N 
i. Curriculum development is an ongoing process in 
music education. SA A D SD N 
j- Music is taught as an academic subject in the school. SA A D SD N 
k. Music commands sufficient financial support from 
the school district for the total operation of the 
program. SA A D SD N 
1. Music educators display little concern for other 
areas in education. SA A D SD N 
m. Music teachers actively participate in professional 
conferences. SA A D SD N 
n. Music students are regularly recognized for their 
achievements. SA A D SD N 
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o. Music performance ensembles participate regularly in 
outside festivals. SA A D SD N 
p. Music facilities are adequate for the school's program. SA A D SD N 
q. The music curriculum addresses a broad range of 
student need and interest. SA A D SD N 
r. Parents are proud of their children's musical 
accomplishments. SA A D SD N 
s. The community supports the school's music program. SA A D SD N 
29. Administrators should be provided an opportunity in their preparation programs 
to become sensitive to the role and importance of music in education. 
Yes 1 
No 2 
30. Music educators should be provided with administrative leadership training 
during teacher preparation. 
Yes 1 
No 2 
PART III 
31. a. Insert the enrollment in music courses offered in your school's academic 
curriculum. 
General Music 
Music Appreciation 
Music History 
Music Theory 
Composition 
Conducting 
Humanities 
Electronic Music 
Computers in Music 
Concert Choir 
Chorale 
Girls' Chorus 
Boys' Chorus 
Chamber Ensemble 
Wind Ensemble 
Concert Band 
Marching Band 
Jazz Ensemble 
String Orchestra 
Full Orchestra 
Other 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 What? 
b. Do these courses receive credits toward graduation? 
Yes 22 
No 23 
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32. What percentage of your student population is enrolled in music course 
offerings? 
0-5% 1 
6-10% 2 
11-15% 3 
16-20% 4 
Over 20% 5 
33. Is small class instruction provided during the school day for voice or musical 
instruments? 
Yes 1 
No 2 
Unsure 3 
34. Insert the enrollment in extra curricular musical experiences available in 
your school program: 
Concert Choir _ 1 
Chorale  2 
Girls' Chorus _ 3 
Boys' Glee Club  4 
Swing Choir _ 5 
Wind Ensemble ' 6 
Concert Band _ 7 
Marching Band  8 
Jazz Ensemble _ 9 
Music Club  10 
String Orchestra _ 11 
Full Orchestra 12 
Ensembles _ 13 
Musicals 34 
Other _ 35 
35. What percentage of your student popu3ation participates in extra curricular 
musical activities? 
0-5% 1 
6-10% 2 
11-15% 3 
16-20% 4 
Over 20% 5 
36. Circle the performance opportunities 
Football Halftime Shows. 
Basketball Games . 
Soccer Games. 
Trips. 
Parades. 
Festivals. 
Exchange Concerts. 
Civic Appearances. 
Marching Competitions. 
Concert Competitions . 
Community Concerts. 
Other. 
in which your musical groups participate 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
. 12 
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37. 
38. 
39. 
None Available 
community for^usic^tudents?1 °rganizatlons Provide an outlet in the 
--- 1 
___2 
3 
4 
The primary goal of music education in your school is- 
Provide a service function to the school and community. 
Performance for the public. 
Development of proficiency in performance skills. 
Educate the student in aesthetic judgment, critical 
understanding and appreciation of music. 
Other 
Check the five responses that more closely correspond to your program's 
purpose for music education: 
Social group experience 
Cultivation of aural and visual senses 
Assistance in learning to listen 
Technical achievement 
A desire to win 
Good sportsmanship 
Insight into the expressive content 
of music 
Appreciation of music 
Reinforcement of the social, moral and 
ethical values of society 9 
Physical conditioning 10 
40. What is the financial appropriation per student enrolled in music for music in 
your school? _ 
41. What is the total amount of money raised outside of public funds by students 
or parents for musical activities this past school year? _ 
TO SCHOOL ADMINISTRATORS: (If not an administrator, skip to question # 44.) 
42. As an administrator, do you feel sufficiently knowledgeable in all areas of 
the curriculum to provide support and leadership? 
Yes 1 
No 2 
Unsure 3 
43. If your answer to No. 41 is "no" or "unsure", please state your reason(s). 
TO MUSIC ADMINISTRATORS AND TEACHERS: (If a school administrator, skip to question 
# 46.) 
44. a. As a music educator, do you possess the necessary leadership for music 
education of the future? 
Yes 1 
No 2 
Unsure 3 
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b. If yes, are you able to exercise this leadership within your present 
school system? 
Yes 1 
No 2 
Unsure 3 
45. If your answer to No. 43 a. is "no" or "unsure" , please state your reason(s): 
46. Please list any programs in leadership devoted 
music in education. 
to the role and importance of 
47. If you have acquired leadership skills outside 
did you acquire them? 
of your formal training, how 
48. To keep music functioning effectively in the future, how should the focus be 
directed? (Rank in order of importance.) 
The formal training at the university 
Informal training through inservice and 
professional development 
Local, state and national legislatures 
School committees and state departments 
of education 
COMMENTS: Please use the remainder of this sheet to comment or further explain any 
concerns you may have about leadership effectiveness in music education. Thank you. 
1 
2 
3 
4 
THANK YOU. 
PI,EASE RETURN YOUR COMPLETED SURVEY 
IN THE ENCLOSED RETURN-ADDRESSED STAMPED ENVELOPE. 
APPENDIX B 
MASSACHUSETTS MUSIC EDUCATORS ASSOCIATION, INC. 
A Federated Stale Unit ut the Music Educators National Conterence 
A Federated Unit ot the Massachusetts Teachers Associahun 
Endorsed by the Massachusetts Secondary School Administrators Association 
December 28, 1984 
Dear 
We are asking administrators and music educators to assist 
us in identifying leadership effectiveness in the music 
education programs of the public schools. We need perspectives 
of both music educators and administrators to assess leadership 
efforts and the effect of the leadership in music. 
I am involved in this research as a doctoral candidate at 
the University of Massachusetts, but sincerely seek to search 
out information that will be of use to both administrators and 
teachers in enriching the lives of young people. 
Dr. William Zimmerman, Superintendent of Schools, Wayland, 
Massachusetts, and Kenneth Abbott, Principal, Maynard High 
School, Maynard, Massachusetts, are cosigning with me to enlist 
your support in gathering this vital information. Both of 
these gentlemen represent administration on the Executive Board 
of the Massachusetts Music Educators Association. 
Please complete the anonymous survey and return it in the 
enclosed stamped envelope. Also, mail the enclosed postcard to 
indicate that your questionnaire has been returned. Thank you 
for your assistance. 
Very truly yours. 
Koyce E.' Layman, Past President 
Mass. Music Educators Association 
Enclosures 
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APPENDIX C 
MASSACHUSETTS MUSIC EDUCATORS ASSOCIATION, INC. 
A Federsted State Unit of the Uunc Educators National Conte'tnce 
A f ederated Unit ot the Massachusetts Teachers Assoastron 
Endorsed by the Massachusetts Secondary School Administrators Associetion 
4 
* 
January 9, 1985 
Dear Educator: 
A survey instrument concerned with leadership 
effectiveness in music education was mailed to you on 
December 28, 1984. I am sure you have intended to complete 
and return the questionnaire, but due to some oversight 
have not done so. 
We are particularly desirous of obtaining your 
response, because your perspectives from experience will 
contribute significantly toward solving some of the 
problems we face in this important area of education. 
Understanding is essential to progress, and this survey 
seeks to gather perspectives of both administrators and 
music educators in an attempt to gain new understanding. 
If you have not already done so, would you kindly 
complete and mail your survey today. Should you need 
another copy of the survey, please call and leave your name 
at (413) 589-9777, and a copy will be forwarded 
immediately. Your participation in this very vital study 
is most appreciated. 
Very truly yours 
Royce E. Layman, Past President 
Mass. Music Educators Association Kenneth R. Abbott 
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APPENDIX D 
MASSACHUSETTS MUSIC EDUCATORS ASSOCIATION, INC. 
A Federated State Unit ot the Music Educators National Conte'ence 
A Federated Unit ol the Massachusetts Teachers Association 
Endorsed by the Massachusetts Secondary School Administrators Association 
January 22, 1985 
Dear Colleague: 
The leadership survey, which was mailed to you recently, 
has received a strong response from both administrators and 
music educators. Many very sage comments have also been 
included which show keen interest and concern for the future. 
Won't you take a few minutes to complete and mail your survey? 
If you have already done so, please accept our thanks; we do 
appreciate your assistance. 
Results and findings of this study are expected to be 
submitted to the NASSA "Bugle" and MMEA "Music News' later this 
year for publication. It is our intention that this research 
will create new understandings and assist both the 
administrator and music educator in building a better tomorrow. 
Please forward your completed survey and be included in the 
findings of this study. Thank you. 
Very truly yours. 
/(7t uyfl faCt’ 
() ' / 
Royce E. Layman, Past President 
Mass. Music Educators Association 
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appendix e 
Responses to Questions 
In response to the differences as observed through a 
testing of the two hypotheses, the study does disclose 
various perceptions of administrators and music educators 
with respect to leadership in music education. The effect 
of leadership from these respondents does also appear to 
have some bearing on their respective programs. The 
findings of the study are reported out in reference to the 
following questions. 
1. What is your perception of leadership? 
Table 4 - Leadership 
Music educator leadership is: Administrators 
(Rank order of those considered very important.) 
N(%) 
Viewing music education as a part 
of the total curriculum 64(80) 
Concern for the needs of the whole 
student 54(68) 
Maintaining open communication with 
principal and faculty 47(60) 
Making musical experience available to 
every student 34(42) 
Teachers 
N(%) 
79(85) 
75(81) 
73(80) 
54(58) 
Understanding the role of the 
principal 39(51) 
(Rank order of those receiving important cons 
Interpreting the benefits of musical 
experience into life experience 23(35) 
Stimulating each other to excel 4(80) 
Supporting others in their work 2(67) 
Budgetary capability 2(50) 
44(49) 
ideration. ) 
42(53) 
5(71) 
5(100) 
2(66) 
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Administrative leadership toward music education is* 
(Rank order of those considered 
very important.) 
Understanding the role and importance 
of music in education 
Providing equal scheduling opportunities 
Providing encouragement to students and 
staff 
Fiscal equity in the budget for music 
education 
Support by attendance at concerts and 
other performances 
(Rank order of those receiving important 
consideration.) 
Encouraging students to take music 
offerings 
Understanding the unique setting and 
teaching environment in music classes 
Providing an open learning environment 
for music education 
Assuring that the major function of the 
music program is for aesthetic music 
education 
2. What is your perception of leadership in the other 
group? 
Table 5 - Leadership 
To School Administrators: SA A D SD 
N% N% N% N% 
My music educator(s): 
Displays leadership skills 24(13) 44(23) 11(6) 2(1) 
Provides leadership to 
facilitate music education 
offerings 29(15) 38(20) 12(6) 2(1) 
Assists the principal in the 
process of education 22(12) 46(24) 10(5) 3(2) 
Believes the initiative for 
development and continuance of 
music education programming should 
commence with the principal 8(4) 25(13) 34(18) 6(3) 
47(57) 
38(48) 
47(57) 
44(56) 
45(56) 
34(42) 
54(67) 
41(52) 
38(48) 
77(87) 
70(80) 
59(66) 
59(67 ) 
48(55) 
52(62) 
30(34) 
41(47) 
30(35) 
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To Music Administrators and Teachers: 
My principal: 
Values and understands the role 
of music in education 12(6) 48(25) 23(12) 4(2) 
Believes that leaderhip for music 
education should come from the 
music department 22(12) 63(33) 9(5) 0 
Supports the music educator 17(9) 59(31) 8(4) 2(1) 
Supports music in the curriculum 17(9) 59(31) 9(5) 2(1) 
3. How does each acquire the leadership skill? 
Table 6 - Leadership Training 
Formal Training - Teacher: 
In my preparation for teaching and music administration, I 
had the opportunity to receive leadership training: 
Yes No Unsure 
(N = 42) 44.2% (N=46 ) 48.4% (N = 7) 7.4% 
If yes, this training was given 
Education 
(N=15) 34.9% 
in what department? 
Music 
(N = 2 5) 58.1% 
I took the leadership training: 
Yes 
(N=40) 69.0% 
Was the individual giving the training a specialist in 
leadership? 
Yes No 
(N=31) 68.9% (N=6) 13.3% 
I believe this training is of value to me in my work. 
Yes No 
(N = 34 ) 75.6% ( N = 4) 8.9% 
Formal Training - Administrator 
In my training for administration, I had the opportunity to 
receive preparation in the role and importance of music in 
education. 
Yes No Unsure 
(N = 25 ) 30.1% (N=56 ) 67.5% (N = 2) 2.4% 
If yes, this training was given in what department? 
Education Music 
(N=ll) 40.7% (N=12) 44.4% 
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I participated in this training. 
Yes 
(N=23) 82.1% 
The person giving the training had obvious 
experience. 
Yes No 
(N=19) 76.0% (N=3) 12.0% 
I believe this training is of value to 
administration. 
Yes No 
(N=22) 84.6% (N=3) 11.5% 
Informal Training: 
Administrator 
Experience (N=10) 29.4% 
Military Training (N=6) 17.6% 
Inservice Training Programs 
On Job Training 
(N=5) 14.7% 
Community Involvement 
Professional Musician 
(N=3) 8.8% 
Elective Courses-Undergraduate(N=2) 
Common Sense 
5.9% 
Business Field 
Training Seminars 
(N= 1) 2.9% 
Personal Observation (N= 1) 2.9% 
Listing to Top 30 Countdown (N= 1) 2.9% 
Personal Experience in Music 
Conferences 
(N= 1) 2.9% 
Meetings (N= 1) 2.9% 
Life Experiences 
NESDC Workshops 
Teaching 
Graduate Studies 
Programs: 
Boston U. (Adm. in Music Course) (N=l) 
AIME Seminars (N=l) 
Berklee College Program (N=l) 
ITEP Prog. (Dr. Madeline Hunter) (N=l) 
U. of Lowell (Stu.Teach.Training)(N=l) 
MTA Programs 
prior musical 
my work in 
Teacher 
(N=18)35.3% 
(N=6) 11.8% 
(N=2) 3.9% 
(N=7) 13.7% 
(N=2) 3.9% 
(N= 4) 7.8% 
(N=1) 2.0% 
(N=2) 3.9% 
(N=1) 2.0% 
(N=2) 3.9% 
(N=1) 2.0% 
(N=1) 2.0% 
(N=1) 2.0% 
(N=1) 2.0% 
(N=1) 2.0% 
(N= 1) 
4. What is your belief toward the standing of music in 
the curriculum? 
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Table 7 - Leadership Standing 
Administrators in general are aware of the role and 
importance of music in education. 
SA 
14(77%) 
A 
0(42%) 
D 
66(35%) 
SD 
18(10%) 
Awareness 
education 
leadership 
of the role and importance 
is a component of 
of music in 
administ rative 
SA 
67(35%) 
A 
108(57%) 
D 
11( 6%) 
SD 
0 
Skilled leadership on the part of school 
administrators is necessary for the successful 
development and maintenance of music education. 
SA 
71(38%) 
A 
95(50%) 
D 
19( 9%) 
SD 
0 
Skilled leadership from music educators is necessary 
for the successful development and maintenace of music 
education. 
SA A D SD 
148(78%) 40(21%) 0 0 
Leaders in music education are those who display 
leadership qualities which allow them to understand 
music education as a part of the total curriculum. 
SA 
102(54%) 
A 
78(41%) 
D 
3(2%) 
SD 
1(1%) 
Leadership skills enable music educators to provide 
quality music education programs. 
SA A D SD 
65(34%) 92(49%) 22(12%) 1(1%) 
Leadership training is necessary for skilled and 
informed leadership in music education. 
D 
33(17%) 
SD 
2(1%) SA 40(21%) 
A 
94(50%) 
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Administrators develop an awareness of 
importance of music education through 
training. 
the value and 
administ rative 
SA 
5 ( 3%) 
A 
44(23%) 
D 
89(47%) 
SD 
28(15%) 
Administrators develop 
importance of music 
experience in music. 
an awareness of the 
education through 
value and 
personal 
SA a d 
43(23%) 100(53%) 25(13%) 
SD 
3 ( 2%) 
Administrators view music as one of the basics in 
education. 
SA 
6 ( 3%) 
A 
43(23%) 
D 
93(49%) 
SD 
32(17%) 
Administrators place higher priority on music than on 
reading, writing and arithmetic. 
SA A D SD 
1( 1%) 4( 2%) 48(25%) 133(70%) 
Administration's primary goal for music education is 
service to the school and community. 
SA 
10( 5%) 
A 
65(34%) 
D 
73(39%) 
SD 
19(10%) 
Aesthetic education is considered necessary in 
education by the administrator. 
SA 
14( 7%) 
A 
93(49%) 
D 
48(25%) 
SD 
16( 8%) 
Music has a place in the curriculum as a result of 
administrative leadership versus leadership in music 
education. 
SA A 
4( 2%) 47(25%) 
D 
79(42%) 
SD 
23(12%) 
Positive changes within your school curriculum occur 
from administrative leadership. 
A D SD 
92(49%) 36(19%) 13( 7%) 34(18%) 
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Negative changes within your school curriculum occur 
from administrative leadership. 
SA a d sd 
17( 9%) 83(44%) 48(25%) 19(10%) 
The principal generates funding for the support of 
music curricula. 
SA A d sd 
12( 6%) 67(35%) 64(34%) 20(11%) 
The principal provides differentiated scheduling for 
music offerings. 
SA A D SD 
19(10%) 67(35%) 64(34%) 20(11%) 
Administrators are often in attendance at concerts. 
SA A D SD 
42(22%) 93(49%) 26(14%) 17( 9%) 
Music teachers are innovative in their teaching. 
SA 
28(15%) 
A 
99(52%) 34(18%) 
SD 
2 ( 1%) 
The school music program is interactive with the 
community. 
65(34%) 
D 
11( 6%) 
SD 
0 100(53%) 
The music teacher is a leader in faculty discussions 
SA A D SD 
14( 7%) 50(26%) 71(38%) 13( 7%) 
Music is of prime importance in the curriculum to the 
music educator. 
SA A D SD 
75(40%) 84(44%) 17( 9%) 1( 1%) 
Music is basic in the school's curriculum. 
SA A D 
48(25%) 73(39%) 48(25%) 
SD 
5 ( 3%) 
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Curriculum development is an ongoing process in music 
education. 
SA A d SD 
40(21%) 110(58%) 21(11%) 4( 2%) 
Music is taught as an academic subject in the school. 
SA A D SD 
35(19%) 92(49%) 44(23%) 5( 3%) 
Music commands sufficient financial support from the 
school district for the total operation of the program. 
SA A D SD 
32(17%) 79(42%) 47(25%) 19(10%) 
Music educators display little concern for other areas 
in education. 
SA A D SD 
6 ( 3%) 37( 20%) 92( 49%) 34(18%) 
Music teachers actively participate in professional 
conferences. 
SA A D SD 
34(18%) 101(53%) 32(17%) 5( 3%) 
Music students are regularly recognized for their 
achievements. 
SA A D SD 
55(29%) 90(48%) 31(16%) M 1%) 
Music performance ensembles participate regularly in 
outside festivals. 
33(17%) 
A 
88(47%) 
D 
42(22%) 
SD 
4 ( 2%) 
Music facilities are adequate for the school' s program. 
29(15%) 
A 
84(44%) 
D 
40(21%) 
SD 
23(12%) 
The music 
student need 
curriculum addresses a 
and interest. 
broad range of 
29(15%) 
A 
86(46%) 
D 
50(26%) 
SD 
11( 6%) 
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Parents are proud of 
accomplishments. 
their children's musical 
SA A 
101(53%) 69(37%) D SD 2( 1%) 0 
The community supports the school's music program. 
SA A 
64(34%) 84(44%) 
D 
18(10%) 
SD 
0 
Administrators should be provided an opportunity in 
their preparation programs to become sensitive to the 
role and importance of music in education. 
Yes 
170(90%) 
Music educators should be 
leadership training during 
Ypc 
164(87%) 
No 
12(6%) 
provided with administrative 
teacher preparation. 
No 
15(8%) 
5. What is the effect of leadership on music programs? 
Table 8 - Effect of Leadership 
Enrollment 
Spread 
Academic Course 
Offerings 
No. of Schools 
Reporting Course 
General Music 51 5-950 
Music Appreciation 40 1-300 
Music History 22 1-140 
Music Theory 101 3-50 
Composition 17 1-25 
Conducting 12 1-11 
Humanities 16 6-288 
Electronic Music 21 4-56 
Computers in Music 6 4-140 
Concert Choir 110 3-150 
Chorale 62 3-250 
Girls' Chorus 65 5-100 
Boys' Chorus 32 5-70 
Chamber Ensemble 25 5-60 
Wind Ensemble 37 1-105 
Concert Band 146 1-240 
Marching Band 108 12-170 
Jazz Ensemble 113 1-56 
String Orchestra 51 8-51 
Full Orchestra 47 1-101 
Other 45 1-100 
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Do these courses 
receive credit toward graduation? 
Yes 
176(93%) No 5(3%) 
Percentage 
offerings. 
of student population enrolled in music course 
0-5% 6-10% 
N(%) N(%) 
12(11) 37(30) 
11-15% 
N(%) 
48(25) 
16-20% 
(N%) 
30(16) 
Over 20% 
(N%) 
39(21) 
Is small class instruction provided during the 
for voice or musical instruments? 
school day 
Yes 
N% 
132(70) 
Extra-curricular 
No 
N% 
49(26) 
No. of Schools 
Unsure 
N% 
1(1) 
Enrollment 
Music Experiences Reportinq Spread 
Concert Choir 30 12-130 
Chorale 25 12-100 
Girls' Chorus 6 30-70 
Boys' Glee Club 7 10-60 
Swing Choir 15 1-24 
Wind Ensemble 12 5-60 
Concert Band 31 10-200 
Marching Band 55 12-125 
Jazz Ensemble 74 1-56 
Music Club 11 14-50 
String Orchestra 11 10-50 
Full Orchestra 13 35-101 
Ensembles 23 2-30 
Musicals 61 10-150 
Other 19 3-500 
Percentage of student population 
extra-curricular musical activities. 
participating in 
0-5% 6-10% 11-15% 16-20% Over 20% 
N (%) N(%) N(%) (N%) (N%) 
63(33) 32(17) 19(10) 14( 7) 17 ( 9) 
Performance opportunities in which your music groups 
participate: 
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Football Halftime Shows 
Basketball Games 
Soccer Games 
Trips 
Parades 
Festivals 
Exchange Concerts 
Civic Appearances 
Marching Competitions 
Concert Competitions 
Community Concerts 
Other 
N % 
137 72 
16 8 
6 3 
120 63 
148 78 
134 71 
121 64 
148 78 
69 37 
70 37 
133 70 
37 20 
What outside-of-school musical organizations provide an 
outlet in the community for music students? 
Music Boosters Club 
Town Band 
Greater Boston Youth Symphony 
Orchestra 
Worcester Youth Orchestra 
Church Choir 
Church Ensembles 
Rock Groups 
Worchester Chorus 
Alumni Jazz Band 
Community Groups 
Friends of Music 
South Shore Orchester 
Groton Center for the Arts 
Cape Code Symphony Band and 
Jazz Ensemble 
Reading Orchestra 
Univ. of Lowell Prep Band 
Young Peoples Symphony 
College Musicals 
Rivers Music Schools 
New England Wind Ensemble 
MMEA District & All-State 
Youth Wind Ensemble 
Choral Society 
Drum Corps 
Quincy Orchestra 
Berkshire Symphony 
Stagg City Symphony 
Williams Choral Society 
Summer Band 
Merrimac Valley Philharmonic 
Valley Light Opera 
N 
3 
14 
% 
2 
12 
13 
5 
31 
1 
5 
3 
1 
32 
3 
2 
2 
11 
4 
24 
1 
4 
2 
1 
26 
2 
1 
1 
3 
1 
2 
4 
8 
1 
8 
3 
4 
2 
3 
1 
2 
1 
2 
2 
2 
3 
2 
1 
1 
3 
6 
1 
7 
2 
3 
1 
2 
1 
1 
1 
1 
1 
1 
2 
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Drama Club 
Private Lessons 
Wheaton College Orchestra 
Quincy Band 
6. What are the goals and purposes for music education? 
Table 9 - Goals and Purposes 
Educate the student in aesthetic judgment 83 
Development of proficiency 48 
Provide a service function 24 
Performance for the public 10 
Other 3 
Purposes: 
Appreciation of music 165 
Insight into the expressive 139 
Cultivation of aural and visual 132 
Social group experience 128 
Technical achievement 113 
Assistance in learning to listen 74 
Reinforcement of the social, moral and 
ethical values of society 74 
Good sportsmanship 18 
A desire to win 13 
% 
(44%) 
(25%) 
(13%) 
(5%) 
(2%) 
(87%) 
(74%) 
(70%) 
(68%) 
(60%) 
(39%) 
(39%) 
(10%) 
(7%) 
7. To keep music functioning effectively in the future, 
how should the focus be directed? 
Table 10 - Focus for Future 
Formal training at the 
university 
1 
53(28%) 
2 
41(22%) 
3 
31(16%) 
4 
17(9%) 
School Committees 
State Departments 
Education 
and 
of 
41(22%) 31(16%) 49(26%) 18(10%) 
Informal training 
inservice 
through 
35(19%) 42(22%) 32(17%) 30(16%) 
Local, state and 
legislatures 
national 
15(8%) 25(13%) 24(13% ) 72(38%) 
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INTERVIEW RESPONSE 
Using the criteria established by Hersey and Blanchard 
for their leadership models, this interviewer classified 
responses from each of the administrators to coincide with 
the four basic styles of the Leader Effectiveness Model. 
Table 11 depicts the style of leadership relative to this 
model. 
Table 11 
Leader Effectiveness Model - Administrator 
I 
Country Club High Relationship I High Task 
(Support) Low Task I High Relationship 
I 
_I_ 
I 
Impoverished Low Relationship I High Task 
(Delegatory) Low Task I Low Relationship 
I 
Team 
(Structure & 
Support) 
Task 
(Structure) 
School 
No. 
Strong Program 
Administrator 
Marginal Program 
Administrator 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
High Task High 
High Task High 
High Task High 
High Task High 
High Task High 
Relationship 
Relationship 
Relationship 
Relationship 
Relationship 
Low Task High Relationship 
Low Task High Relationship 
High Task Low Relationship 
Low Task Low Relationship 
High Task Low Relationship 
Music educators 
administrator in the 
are considered subordinate to the 
process of leadership. Therefore, 
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music educators were classified 
Followers and Expectations to carry 
process of leader effectiveness, 
classification as drawn from their r 
within the 
through the 
Table 12 
esponses. 
Model of 
interactive 
shows this 
Table 12 
Followers Style and Expectations - Teacher 
I 
High Concern I High Output Team 
Low Output I High Concern (Structure & 
I Support) 
Passive Low Concern I High Output Task 
(Impoverished) Low Output I Low Concern (Structure) 
I 
School 
No, Strong Program Teacher Marginal Program Teacher 
1 High Output High Concern 
2 High Output High Concern 
3 H igh Output High Concern 
4 High Output High Concern 
5 High Output High Concern 
6 Low Output High Concern 
7 Low Output High Concern 
8 Low Output High Concern 
9 High Output Low Concern 
10 Low Output High Concern 
In description of the responses gained through the 
interview process, the findings are reported out through 
the seven questions of the interview guide. 
Country Club 
(Support) 
What do administrators/music educators do to provide 
leadership for/in music education? (Is leadership 
present between respondents? What type?) 
1. 
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School No. 
Table 13 
Strong Program 
Administrator Type Music Educator Tvnp 
1 Yes Proactive Yes Proactive 2 Yes Proactive Yes Proactive j Yes Proactive Yes Proactive 4 Yes Proactive Yes Proactive 5 Yes Proactive Yes Proactive 
Marginal Program 
School No. Administrator Type Music Educator Type 
6 No Reactive No Proactive 
7 Yes Reactive No Passive 
8 Yes Proactive No Passive 
9 No Reactive No Proactive 
10 No Proactive No Passive 
2. What do music educators/administrators do to assist in 
this process? (Actions of Leadership) 
Table 14 
Strong Program 
Administrator Music Educator 
Support Modeling 
Public Relations Public Relations 
Communication Communication 
Scheduling Providing Image 
Attendance at Performance Positive Approach 
Problem Solving Example 
Fund Raising Participation 
Visibility Time 
Encouragement Providing Opportunities 
Understanding Providing Resources 
Shows Interest Visibility 
Delegates Responsibility 
Provides Opportunities 
Has Flexibility 
Is Advocate 
Good Listener 
Weights Holistically 
Hires Good Leaders 
Responsibility 
Attention and Support 
Rapport 
Seeks New Approaches 
Action Person 
Builds Relationships 
Understanding 
Incentive 
191 
Marginal 
Administrator 
Motivation 
Scheduling 
Creates Interest 
Dialogue 
Sets Guidelines 
Sensitivity 
Delegates Duty 
Tells Teachers What To Do 
Program 
Music Educator 
Professional Improvement 
Evaluation 
Supervision 
Responsiveness 
Hard Work 
Structure 
Direction 
Keeps Principal Posted 
Prods Principal 
Is Creative 
Enthusiastic 
Strives for Best with 
the Least 
Carries out the Wishes 
of the Principal 
3. What understandings are present between you and the 
administrator/music educator that have direct bearing 
on the status of your present program? 
Table 15 
Strong Program 
Administrator Music Educator 
Program is valued. 
Music educators are sincere 
and trustworthy. 
Academic emphasis. 
There is support for music 
education. 
All disciplines are valued 
equally in the curriculum. 
Quality is important and 
the expectation for quality 
is there. 
People are important and 
this relationship is 
fostered. 
Program credibility and value. 
Positive communication is 
essential. 
Necessity of having a well 
balanced program. 
Worth of the arts to young 
people. 
Trust and value each other's 
input into the program. 
Educational value of program. 
Administrator recognizes 
excellence cannot be 
achieved unless all 
areas of the curriculum 
are excellent. 
Agreement on the standards 
for music program. 
Understanding of the 
strengths and weaknesses 
of the program. 
Equal understanding of 
strengths and weaknesses 
of personnel. 
Understand the benefits of 
the arts. 
Knowledge of leadership 
skills necessary to do the 
job well. 
Understand the desires and 
limitations of the community. 
Strong working rapport. 
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Administrator 
Marginal Program 
Music Educator 
Relationship between people 
is good. 
Music is needed in their 
studies. 
I understand what the music 
educator would like but it 
may not be possible here. 
Appreciation for music. I 
try to support whenever I 
can. 
Very few. 
Public support for 
music. 
We understand each 
other but agree on 
little. 
There is open commun¬ 
ication. 
Value for offering 
music in curriculum. 
What t if any t misunderstandings are present between 
you and the administrator/music educator? 
Table 16 
Administrator 
None 
None 
None 
Holistic concerns may not 
exist in zeal to support 
a single activity. 
None 
Strong Program 
Music Educator 
Motives 
Program costs 
None 
Need for additional 
facilities. 
Administrator does 
not always the 
quality concept in 
music education. 
Marginal Program 
Administrator Music Educator 
None 
None 
Lack of extra-curricular 
effort from teachers. (They 
are always looking to be 
paid for every little 
thing.) 
None 
Why things are done the way 
music educators do them. 
Where principal is coming 
from in sports/music conflict 
None 
Administrators do not 
have an understanding of 
the arts. 
Scheduling priorities. 
Why music is is not con¬ 
sidered academic. 
None 
None 
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5. How do you perceive the status of your present program? 
Table 17 
St ronq 
Administrator 
1 Excellent 
2 Excellent 
3 Excellent 
4 Quality could be more 
in depth. 
5 Excellent 
Program 
Music Educator 
Questionable 
Strong in perform 
mance; weak in 
classroom. 
Good 
Good (static) 
Excellent begin¬ 
ning; gaining 
recognition. 
Administ r a t o r 
Marginal Program 
Music Educator 
6. Very basic; music has 
low priority. 
7. On its way again. 
8. Rebuilding. 
9. Excellent but limited. 
10. Growing 
Almost non-existent- 
decreasing . 
Instrumental-strong; 
vocal-weak; 
classroom-none. 
Young but growing. 
Recouping. 
Poor, but growing. 
6. What steps, regarding leadership, could be taken to 
improve the present program? (Change Strategy) 
Table 18 
School No. 
Strong Program 
Administrator Music Educator 
1 
2 
3 
4 
5 
Train music educators to 
be more effective leaders 
Increase understanding; 
make more faculty time 
available. 
Establish full academic 
curriculum; hire more 
qualified staff. 
Increase program coordin¬ 
ation; increase time for 
problem solving. 
Broaden offerings to 
more students; communi¬ 
cate program value. 
Educate; improve 
accountability; take 
action. 
Increase awareness; 
gain respect by 
example. 
Establish regional 
coordination; reorg¬ 
anize program. 
Provide alterna¬ 
tives; increase 
program flexibility. 
Enrich program; more 
involvement and com¬ 
munication . 
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School No. 
Marginal Program 
Administrator Music Educator 
6 Nothing, it's at the 
central office where 
steps can be taken. 
7 Create new interest; 
improve scheduling; 
what can be done. 
8 Increase support and 
interest. 
9 Create new interest; 
improve scheduling. 
10 Reinstatement of 
programs that have 
been dropped due to 
lack of interest of 
music educator. 
Needs coordination. 
Initiate a music edu- 
see cation program. 
Organize an effort to 
add activities. 
Restablish priorities; 
make time available. 
New programs have been 
presented but need 
interest and help from 
administration. 
How important is leadership 
education in the schools? 
to effective music 
Table 19 
Strong Program 
School No. Administrator Music Educator 
1 Must have leadership 
from both sides. 
Vital 
2 Key (provides force 
and focus). 
3 Key 
4 Top priority 
5 Key 
Absolute necessity. 
Vital 
Crucial and para¬ 
mount . 
(Provides focus 
and stability. 
Key to basis 
and stability. 
Marginal Program 
School No. _Administrator_ Music Educator 
6 
7 
8 
9 
10 
Very (out of sight; out 
of mind.) 
Vital 
Number 1 
Very 
Crucial 
Key 
Crux 
Fairly important 
Crucial 
Quite 
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